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Abstract
Chairperson: Jacqueline Brown, Ph.D.
The role of school psychologists (SPs) includes consulting with parents, teachers, and
working directly with students. Researchers have demonstrated a high rate of burnout among
professionals in this field (e.g., Huebner, 1992; Schilling et al., 2018). Mindfulness-based
interventions have been found to be useful to address symptoms of burnout among other
professionals (e.g., physicians: Luken & Sammons, 2016). Mindfulness has also been theorized
as particularly useful for the myriad roles that school psychologists work within (Alahari, 2017).
Although research into the utility of mindfulness have found positive effects for students within
the schools (e.g., Felver et al., 2016), no research has addressed the utility of mindfulness among
school psychologists. The present study recruited practicing SPs to complete a series of surveys
designed to collect the level of training and use of mindfulness, trait mindfulness, and burnout.
SPs reported relatively high levels of training and familiarity with the concept, primarily through
professional development. Results showed that use of mindfulness was positively related to
overall familiarity. Level of burnout was also shown to be negatively related to use of
mindfulness. Finally, trait mindfulness was negatively related to symptoms of burnout among
practicing SPs. Qualitative themes included factors related to burnout (e.g., leadership, COVID19), the benefit of mindfulness and other strategies to address burnout, how mindfulness can
improve therapeutic relationships, and buy-in as a prevalent barrier for mindfulness in the
schools.
Keywords: mindfulness, school, school psychologist, burnout, school-based mindfulness
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Training and Utility of Mindfulness among School Psychologists
Chapter 1: Introduction
The role of a school psychologist has been outlined by the National Association of
School Psychologists (NASP; 2020) as including direct services with children and families,
consultation with teachers, staff, and families, and managing a caseload of referrals, evaluations,
and interventions. School psychologists often work as part of a team to identify areas of strength
and weakness within a school system, collect information about any problems, and suggest and
carry out solutions. During the problem-solving process, school psychologists work directly with
students, teachers, and families. School psychologists often help to monitor progress towards
goals targeted by academic and behavioral interventions. Training in data collection and
interpretation facilitate the ability to make data-based decisions within daily routines. Data-based
decision making, along with consultation and collaboration, are key areas that permeate all
aspects of service delivery for school psychologists (NASP, 2020). Through consultation and
collaboration, there may be areas of growth for a given school or district, and school
psychologists may advocate for universal curriculum or systems that addresses the social and
emotional needs of young people. However, school psychologists, like many other mental health
professionals, are at risk of burnout and departure from the field (e.g., Alahari, 2017). Social and
emotional skills are beneficial for school psychologists on both personal and professional levels.
A crucial aspect of mental health and well-being is the social emotional competence that
individuals can learn to use effectively within their daily lives. The core competencies of socialemotional learning (SEL) programs are self-awareness, social awareness, relationship skills, and
responsible decision-making (Collaborative for Academic, Social, and Emotional Learning;
CASEL, 2018). Each of these skills can be linked to different academic and emotional
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development across youth (Li et al., 2020). SEL programing can be adapted to fit individual
needs of schools, classrooms, or specific problem behaviors. The promotion of social and
emotional skills has gained increasing popularity within preventative psychology, having widereaching positive effects for students (e.g., Loeb et al., 2019). Practitioners should be aware of
SEL programming and utilize evidence-based interventions to promote wellness within the
schools.
Mindfulness is currently a popular topic within mental health, claiming benefits for
individuals who experience physical and psychological pain. Contemplative practices are
ancient, seeded within philosophies of Socrates and the religious practices of Buddhism and
Christianity. A Western scientist of medicine who studied with Buddhist monks first used
mindfulness as a scientific concept and paved the way for psychological study. John Kabat-Zinn
(1982) started an out-patient group for chronic pain teaching mindfulness meditation for 10weeks. This initial treatment has since been modified and transformed to treat a wide range of
psychological distress. Some researchers argue the importance of acknowledging this cultural
history and the legacy that has been taken from one context and used in another (e.g., Surmitis et
al., 2018; Harrington & Dunne, 2015). The research on mindfulness must be held to a rigorous
standard for quality to ensure that conclusions can be generalized appropriately to the target
populations. Critiques to the popularity of mindfulness research claim that although there is a
vast quantity of research, there are limitations to the quality of research that has been completed
(e.g., Jamieson & Tickey, 2017). However, research has shown that mindfulness is an efficacious
intervention for a range of settings and populations (e.g., Keune et al., 2011; Renshaw & Cook,
2017; Samios, 2018). The study of mindfulness over time indicates how this practice has been
used as a tool to help individuals find relief from suffering and a higher standard of well-being.
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Mindfulness-based interventions (MBIs) have been used within the school setting for a
number of psychological and behavioral concerns. MBIs build skills in present-moment
awareness and curiosity through activities of a variety of length and intensity. Greenberg and
Harris (2012) argued that the overarching concept of contemplative practice fosters resilience
and well-being for youth. Mindfulness in the schools can follow a tiered system approach and
provide interventions to the entire student population (tier 1), within small groups or classrooms
(tier 2), and with targeted or individual students (tier 3). Renshaw and Cook (2017) claimed that
the transition from clinical to school-based settings could allow MBIs to permeate a larger
number of students and have a positive effect on the future of the field. Future research should
investigate the implementation factors that lead to acceptability and efficacy of MBIs. Overall,
MBIs within the schools have shown small to medium effects for promoting mental health and
well-being for adolescent populations (Carsley et al., 2018). In a review of studies across the
entire K-12 age range, Felver and colleagues (2016) found that MBIs for youth in school settings
show a range of benefit for diverse students. Researchers indicated that many of the studies
reviewed have large sample sizes and quality methods, but that there is considerable limitation
with the consistency of MBIs used. As such, practitioners should remain cautious about
generalizing the results of individual studies.
Mental health workers, including school psychologists, face numerous stressors and are
at high risk for experiencing burnout (Fukui et al., 2020). Without important resources and skills
for coping, school psychologists may experience poor job satisfaction and performance.
Schilling and colleagues (2018) argued that burnout was a contributing factor to the shortage of
school psychologists within United States public schools. Alahari (2017) suggested that
mindfulness practice would specifically target the needs of school psychologists facing hardship
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and burnout. They claim that the social and emotional skills honed through mindfulness practice
may prepare school psychologists to form relationships with students, teachers, and parents.
Although this claim remains untested, other evidence supports the underlying theory. Schuh and
colleagues (2017) investigated the relationship between the mindfulness of a leader, behavior of
a leader, and outcomes for employees. Researchers found that employees of leaders with higher
mindfulness experienced significantly less emotional exhaustion compared to those who worked
under leadership of someone with lower mindfulness. Schuh and colleagues completed a
randomized control trial with senior executives of business organizations and found that those
who completed the mindfulness training held higher mindfulness within their leadership styles.
This research suggests that organizations, such as schools, can benefit from aspects of
mindfulness within their leadership.
However, currently very little is known about practicing school psychologists’ use of
mindfulness. No research has directly surveyed school psychologists’ training and use of
mindfulness as a professional practice nor has research addressed the prevalence of mindfulnessbased practices within schools on a regional level. Understanding the current levels of use can
help address gaps in training or understanding of mindfulness-based interventions within the
schools.
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Chapter 2: Literature Review
Social-emotional learning (SEL)
The skills related to understanding and regulating emotions can be explicitly taught
through social-emotional learning (SEL) programs. The Collaborative for Academic, Social, and
Emotional Learning (CASEL, 2018) defined the core competencies of SEL, stating that
interventions should focus on self-awareness, social awareness, relationship skills, and
responsible decision-making. Arguably these are critical skills for young people to gain as part of
their maturation and education into adolescence, young adulthood, and beyond. There are
numerous protocols, manuals, and interventions that fall within the general umbrella of SEL and
fit the competencies from CASEL. Downes (2016) pointed out the unique approaches to SEL
around the world by highlighting the ‘bottom up’ approach of European and Australian systems
compared to the ‘top down’ approach more commonly used within the United States (US).
Around the world, the public-school system is a common setting for delivery of SEL, although
differences exist in approach and application. Downes suggested that researchers and
practitioners consider the distinction between programs that strengthen individual identity and
emotional expression compared to those programs that teach emotion management “as a recipe
for cultural conformity” (p. 130). SEL interventions should consider the culture and
demographics of the groups being served. For example, Maxwell and DesRoches (2010)
identified a potential pitfall of SEL programs that do not accommodate for developmental and
psychological differences among participants. Authors argued that common pitfalls of SEL
programming are (1) a lack of distinction between the emotional and cognitive experience when
engaging in empathy, (2) overestimating imagination and perspective taking as empathy, and (3)
incorrectly assuming that perspective taking naturally leads to development of moral behavior.
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Each of these areas should be examined when considering an SEL intervention. This suggests
that SEL should be adapted to suit the individual needs of the targeted population, including
cultural competence, strengths, weaknesses, and desired outcomes.
McCormick and colleagues (2015) identified factors within school systems that may
influence the effects of a SEL program. Researchers included twenty-two urban schools using
the INSIGHTS program and investigated both academic and behavioral outcomes of 435 lowincome racial/ethnic minority students at the start and finish of a 2-year implementation period.
McCormick and colleagues found the greatest effects in schools that had lower levels of
leadership, accountability, and safety/respect at baseline. SEL programing may influence
students directly through explicit skills-building as well as through broader systems of school
climate, such as administrator/teacher interactions. Nussle (2019) advised advocates of schoolbased SEL programs to consider clear communication, defined problems and terminology, and
taking time to ensure that programming is tailored to the needs of the institutions served.
Ultimately, SEL programing within the schools requires teamwork and multiple stakeholders to
understand its benefits.
SEL in the Schools
Research in SEL programming has shown positive outcomes when used in schools. Li
and colleagues (2020) suggested that emotions, specifically managing and maintaining positive
emotions, play a key role in the success of learning and educational goals. Incorporating SEL
into education systems may benefit students. In a meta-analysis of the effects of SEL
interventions at follow-up (6 months – 18 years post-intervention), Taylor and colleagues (2017)
found that students who received SEL showed significantly better outcomes compared to control
groups. Benefits of SEL included significantly superior social-emotional skills, attitudes, and

6

indicators of well-being (i.e., positive social behavior, academic performance, conduct problems,
emotional distress, and drug use). The research suggested profound positive effects for students
that participate in SEL interventions (Taylor et al., 2017). This suggests that the benefits of SEL
programming may surpass the time that students spend in schools.
Measuring and promoting social-emotional competency (SEC) for early learners may
provide greater degree of readiness for the academic demands of schooling. Denham and
colleagues (2014) examined the social-emotional skills of 101 preschool students and three
months later compiled teacher reports on the students’ readiness for school. Researchers found
that greater skills in SEL predicted more positive reports from teachers about the student’s
readiness for the classroom setting. Specifically, Denham and colleagues found that emotion
knowledge and social problem solving had more direct and indirect effects on kindergarten
readiness. Furthermore, Rutledge and colleagues (2015) found that higher performing schools
included SEL programs and cultivated a more positive environment for all learners, compared to
lower performing schools that did not have SEL programming and showed a positive learning
environment only for the brightest students. Altogether, this research suggests that SEL
interventions can assist students throughout their time in public schools. SEL programs may also
benefit the teachers, school psychologists, and other school staff that deliver the interventions.
Research in SEL programming has also shown specific benefit for teachers within the
schools. There are various stressors and challenges that teachers face regularly, from disruptive
student behavior to balancing the curriculum of diverse learners. Pietarinen and colleagues
(2013) found that environmental fit reduced the effect of burnout for teachers. Specifically, they
argued that when given the chance to learn strategies of emotion regulation, teachers could learn
and implement tactics to reduce burnout. Authors claimed that strategies can be embedded within
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the social interactions in a school through explicit training and daily interactions between staff.
SEL programming may go beyond the documented benefits for student learning and
development. Palacios and Lemberger-Truelove (2019) provided early childhood educators with
counselor-lead training sessions on SEL and mindfulness. Teachers reported a growth in
emotional regulation both in the classroom and in broader contexts. Additionally, Lang and
colleagues (2020) used a short-term online intervention to provide social emotional learning
skills to early childhood educators. These researchers found that teachers who participated in the
online training had greater knowledge of stress and stress-reduction and prevention strategies.
Furthermore, these researchers reported that teachers found the training to be useful for
improving their relationships with children in their classes. These results suggest that there is
utility for SEL targeted at the skill-development for teachers within the school system. Similarly,
Collie and colleagues (2011) surveyed teachers about their commitment to the profession.
Researchers discovered that stronger integration of SEL programming within schools predicted
teachers’ commitment to the profession and their specific organization. Overall, SEL may
promote positive school climate for practicing teachers and other school staff.
Some SEL programs specifically target skills of mindfulness as a method of promoting
resilience to stress. Moreno-Gómez and Cejudo (2018) found that, compared to the control
group, students who received a mindfulness-based social-emotional learning program showed
fewer negative behaviors and more positive indicators of global development (i.e., non-verbal
development, visual perception, and attention). Additionally, Meiklejohn and colleagues (2012)
showed that integrating mindfulness into K-12 education can foster resilience for both teachers
and students. This is further supported by Garner and colleagues (2017), who showed an increase
in dimensions of emotional competence for pre-service teachers who received mindfulness in
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additional to SEL compared to individuals who only received SEL training. This suggests that
mindfulness can support the goals of SEL within the schools.
SEL Implementation
Implementation science has been used broadly within SEL programs to evaluate effective
interventions and positive outcomes. Owens and colleagues (2014) outlined the key constructs
for developing implementation science within school mental health. Namely, professional
development for evidence-based practices (EBPs), integrity of EBPs, and EBP sustainment under
school conditions. Research aimed at understanding the implementation factors for specific
interventions within schools has examined the level of training for school staff, including school
psychologists. Cahill and colleagues (2019) used annual measures of implementation to capture
meaningful information supplemental to the baseline and end of treatment data for a school
based SEL programs. Researchers proposed an integrated framework to address common goals
of SEL programs and targeted prevention of gender-based violence and collected information
about the systemic factors that lead to lucrative school-based interventions. Results showed a
network of relationships within the school system, suggesting that implementation science can be
fine-tuned to the goals of specific SEL interventions.
Byron and colleagues (2015) looked at organizational factors, such as leadership and staff
buy-in, for the implementation of mindfulness training for mental health staff working with
adolescents. Researchers found that training was facilitated by staff knowledge of mindfulness
and limited by insufficient/poor training. Elias (2019) critically reviewed the feasibility of
integrating SEL programs across schools in the United States. Researchers outlined the
importance of selecting and maintaining fidelity for specific SEL programs and concluded there
were currently too few expert leaders within the schools. Elias recommended that professional
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development become ongoing and offer continuous support for school staff to advance
competency to implement SEL programs. The same may be said for mindfulness programs,
which would also require experts in the field to work with school staff on barriers to
implementation and sustaining fidelity to evidence-based programming.
Mindfulness-based interventions (MBI)
Definition of mindfulness
One definition of mindfulness that is often cited in the literature comes from John KabatZinn (1994); “Mindfulness means paying attention in a particular way: on purpose, in the present
moment, and non-judgmentally” (p. 4). This original definition within the Western scientific
community has been cited and used within multiple therapeutic interventions. For example, when
Bishop and colleagues (2004) attempted to create a universal operational definition of
mindfulness, they started with Kabat-Zinn’s definition as a foundation. Ultimately, three
components remain central to how modern practitioners and researchers within psychology
define mindfulness: (1) purposeful attention, (2) in the present moment, and (3) with curiosity (or
without judgement). Modern psychologists continue to build upon the operational definition and
research the effective applications of mindfulness.
Differences between “formal” and “informal” mindfulness practices have been made.
Formal practices include meditation and other mindfulness-based interventions, while informal
practices evoke mindfulness within everyday life (e.g., while washing the dishes). Importantly,
Birtwell and colleagues (2019) found that both formal and informal practices are associated with
greater wellbeing, and that frequency (but not duration) of formal practice was associated with
positive outcomes. This suggests that identifying and practicing various activities that align with
the definition of mindfulness may lead to psychological wellbeing.
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Similar to discussions of mindfulness as a formal or informal practice, there is evidence
for both state- and trait-level mindfulness for individuals. Egan and colleagues (2017) defined
state-mindfulness as changes in relative mindfulness that is induced by a particular task or
activity. Within the state-based conceptualization of mindfulness, some researchers propose
mindfulness as a skill that can be practiced and strengthened. Decentering has been proposed as a
link between mindfulness-based practices and positive psychological outcomes. Defined as “the
process of seeing thoughts or feelings as objective events in the mind rather than personally
identifying with them,” Hayes-Skelton and Graham (2013, p. 317) found that decentering helps
account for the relationship between mindfulness-based interventions (MBIs) and improvements
in social anxiety. The process of decentering is conceptualized as a skill that can be taught and
that individuals can gain proficiency with this cognitive coping strategy. Thus, mindfulness can
also be conceptualized as a skill that can be introduced and developed over time.
However, mindfulness has also been investigated as a dispositional quality, or trait,
similar to personality. Rau and Williams (2016) reviewed convergent and divergent validation
research on the construct of trait-mindfulness. Authors found multiple dimensions of
mindfulness as a construct (e.g., focus and quality of attention in each moment). Additionally,
researchers suggested that dispositional mindfulness was independent from other forms of
mindfulness, such as state, learned, or cultivated mindfulness. Researchers found that although
trait-mindfulness was associated with personality factors, such as neuroticism and
conscientiousness, it was also distinct from these factors. They concluded that the results warrant
additional research into the nature of mindfulness, suggesting that overall, state- and traitmindfulness differ.
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There have also been recent studies examining the neuronal effect of mindfulness and
meditation. Tanaka and colleagues (2014) found that experienced Buddhist meditators showed
differences in brain activity during a mindfulness exercise compared to novice meditators.
Specifically, researchers showed that meditators who were higher in trait-mindfulness and had
lower frontal theta activity during meditation compared to those lower in trait-mindfulness. This
suggests that individuals with high trait-mindfulness may have a different neurological
experience than those low in this trait. Other differences in neuronal activity have also been
attributed to a distinction between state- and trait-mindfulness and have been proposed to have
distinct effects on emotional processing through neurological mechanisms (Egan et al., 2017).
Some researchers have argued that this distinction calls for improved understanding of
mindfulness as a construct and the best methods of cultivation for trait-mindfulness (e.g., Bravo
et al., 2018). There appear to be ways to increase state-mindfulness, but it is currently unclear
how to encourage its long-term use and familiarity.
Mindfulness has been contrasted to the cyclical form of attention known as rumination.
Rumination is persistent worry about a negative experience that is repeatedly brought to the
awareness of the individual. Importantly, research findings have suggested an inverse
relationship between mindfulness and rumination. Keune and colleagues (2012) collected selfreport measures on mindfulness, rumination, depression, behavior inhibition, and behavioral
drive. Findings included a significant negative relationship between trait mindfulness and
rumination and behavioral inhibition. In discussing these results, researchers suggested that
rumination be characterized by passive coping and behavior inhibition. Conversely, mindfulness
practices are active and involve lower behavior inhibition. This was further supported by Keune
and colleagues (2011), who found that explicit training can enhance trait mindfulness and reduce
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rumination. This relationship has been studied recently within a sample of student athletes and
showed a similar pattern of rumination and overall mindfulness being negatively correlated
(Tingaz & Çakmak, 2021). Among the sample of student athletes, awareness was associated with
greater rumination, but non-judgment and overall mindfulness may act as coping tools against
ruminative thinking. Based on this research, rumination and mindfulness may be opposing
constructs and that there may be benefits to learning mindfulness to counteract maladaptive
aspects of rumination.
Mindfulness in the schools
In a meta-review of mindfulness-based interventions with children and adolescents,
Dunning and colleagues (2019) scanned the literature for randomized controlled trials. These
researchers found that past research has shown positive effects of mindfulness, as compared to
control groups, for outcome measures of mindfulness, executive functioning, attention,
depression, anxiety, and negative behaviors. However, these researchers point out that effect
sizes are generally small (reportedly ranging from 0.16 – 0.30) and studies that included active
control groups have only shown significant effects for the outcomes of mindfulness, depression,
and anxiety. This suggests that additional research is needed to address the impacts of
mindfulness-based interventions for youth, especially research that utilizes high-quality research
methods of active control groups and randomization to treatment.
Felver and colleagues (2016) completed a systematic review of MBIs for youth within
school settings. Researchers found 28 experimental trials showing significant positive outcomes
ranging from a decrease in reported level of depression for students in general education settings
to a reduction in aggressive behavior among students with conduct disorder. However, few of the
studies (n = 9) were replications of evidence-based practices (EBPs). Future research should
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focus on existing MBIs and consider the implementation factors for specific interventions within
the schools. To address the potential link between mindfulness and academic performance,
Cordeiro and colleagues (2021) examined the relationship between trait mindfulness as writing
performance among 6th grade students. Researchers found mindful acceptance showed a
significant and unique contribution to overall writing achievement, independent of demographic
characteristics, transcriptions skills, and executive functions.
Research has shown positive benefits for children and adolescents who engage in
mindfulness training. Flynn and colleagues (2018) completed a pilot study with Dialectical
Behavior Therapy – Skills training (i.e., DBT STEPS-A) for adolescents in the schools and
showed that the program significantly improved outcomes for emotion symptoms and
internalizing problems. These researchers recommended that future research utilize measures
intended for non-clinical populations to better capture potential small effects in mindfulnessbased interventions aimed at mental health prevention and those used as universal interventions.
Additionally, Felver and colleagues (2019) completed a seven-session mindfulness intervention
with ethnically diverse at-risk adolescents as part randomized controlled pilot study. Students
who received the mindfulness treatment showed greater stability of the resilience skills compared
to the control group which saw a reduction of such skills over time. This suggests that
mindfulness may help to enhance resilience for at-risk high-school students.
Similarly, Roux and Philippot (2020) conducted a quasi-experimental study with
adolescent boys in residential treatment for conduct disorders and mild cognitive impairments.
Researchers found that the group that received mindfulness-based programing showed decreased
impulsivity and externalizing symptoms related to attention deficit hyperactivity disorder.
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Although preliminary, researchers suggest that this study adds to the evidence to suggest that
mindfulness can bring psychological benefit for adolescents.
Sun and colleagues (2021) completed a systematic review of yoga and mindfulness
interventions for preschool-aged children in educational settings. Results of this study showed
generally positive outcomes for social-emotional functioning (e.g., self-regulation and executive
functioning) and programs were most effective when implemented for at least 6 weeks and with
children who had a low baseline for these skills. These researchers suggested that future research
should use experimental and controlled designs to address current limitations in mindfulness for
young children. Additional research must be completed to fully understand the effects of MBIs
for youth within schools.
In a meta-analysis of mindfulness interventions for mental health in schools, Carsley and
colleagues (2018) concluded that the overall effects for student mental health are positive with
small to moderate significant effects compared to control groups. Specifically, researchers
pointed out the largest effects from programs directed towards adolescents (ages 15-18) that
incorporated multiple mindful activities (e.g., yoga and meditation). This suggests that although
all students may benefit, high schools using multi-method approaches to mindfulness
interventions may show the greatest effects on student mental health. However, caution should
be used when dealing with childhood and adolescent experiences of anxiety. Contrary to MBIs
used with adult populations, limited support is found for mindfulness reducing childhood
experiences of anxiety (Ruiz-Íñiguez et al., 2019; Odgers et al., 2020). Future research should
use rigorous methodology to better understand the effect of MBIs in the school on children’s
mental health.
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Research using MBIs in the schools has shown other positive effects for participating
students (e.g., decrease in psychopathology or positive changes in behavior). In a systematic
review of MBIs, Felver and colleagues (2016) found that although many studies are adequately
powered (i.e., large sample sizes), few studies have active control groups to compare against
mindfulness interventions. Some schools use MBIs that incorporate established mindfulness
practices, but there is also a wide variety of “dosage” used with mindful practices (i.e., minutes,
sessions, and duration of intervention). Finally, Felver and colleagues pointed out the range of
outcomes measured by researchers in the schools, but few studies have included follow-up data
and no research that qualified for the review included school-based outcomes (e.g., grades). See
paragraph above for discussion of one study that outlined academic benefits of mindfulness for
students (Cordeiro et al., 2021).
Research on mindfulness in the schools has also focused on outcomes for individuals
other than students. For example, Eva and Thayer (2017) argued that mindfulness may be an
ideal intervention to target teacher stress. Mindfulness for educators may include coursework,
daily practices, books, apps, and online audio recordings. These researchers also suggested that
targeting stress management of teachers through mindfulness may be useful to combat symptoms
of burnout and fatigue. In fact, mindfulness training in the workplace for teachers has been
shown to influence well-being, amount and quality of sleep, and sleepiness during the day (Crain
et al., 2017). This research study found that teachers who had participated in the MBI reported
fewer bad moods at work and greater satisfaction at work and home.
To understand the impact that mindfulness for students has on the individuals delivering
the mindfulness lessons, Albrecht (2019) conducted a qualitative analysis of teachers who had
been using mindfulness with children in the schools for 2-15 years. Researchers found four
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themes from teacher interviews, including the responsibility of teachers to nurture childhood
wellbeing and the teacher’s position as a role model for children practicing mindfulness. This
suggests that a self-practice of mindfulness can help in the goal of providing wellness and
nurture of children within the schools.
Jennings and Greenburg (2009) introduced the prosocial classroom as a model of teacherstudent relationships that promotes effective classroom management and SEL for students.
Through addressing teacher burnout and providing skills of behavior management and
mindfulness for teachers to use within the classroom, researchers reported a positive feedback
loop of student performance and teacher well-being. The professional development program
Creating Resilience for Educators, Administrators, and Teachers (CREATE;
https://createforeducation.org/) has been built from this body of research and offers school staff
training based on SEL and mindfulness that affects classroom and school-wide outcomes. Based
on this research, mindfulness interventions can be tailored to meet the needs of staff and students
in schools.
Little research has looked directly at implementation factors for mindfulness-based
interventions within the schools. Forman (2019) argued that implementation science can aid
goals of school psychologists. Considering the influence that fidelity, collaboration, and
treatment delivery may have on both students and facilitators, Forman suggested that
implementation science may broaden the role of school psychology to lead successful EBPs.
Specifically, from a systems-based perspective, the utilization of implementation science helps to
coordinate resources to meet challenging needs or circumstances. Hwang and colleagues (2021)
highlight the nature of mindfulness practices to be perceived as primarily independent, but can
bolster a sense of community among educators in school settings. They encourage schools to
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create a community for educators and staff to connect and support each other in cultivating a
mindfulness practice.
Additionally, Lawlor (2014) suggested that researchers utilize the literature and
methodology that has been successful in SEL program development, implementation, and
sustainability. One study conducted with UK secondary schools examined various schools using
the Mindful Schools Project (https://mindfulnessinschools.org/) and identified four themes for
successful school-based mindfulness programs: people, resources, journey, and perception
(Wilde et al., 2019). Because there are numerous people involved in training, implementing, and
supporting mindfulness training in the schools, these researchers suggested that team-based
decision making be used for school-based interventions. Limited resources, such as space in the
curriculum and time within the school, can contribute to the success of school based MBIs. The
journey from initial introduction to successful implementation of MBIs takes time and may
include multiple revisions to the design or structure. People involved with implementing MBIs
must have a clear understanding of the program goals. Finally, the perceptions around what
mindfulness means and how it can be used may shift as the school community becomes
accustomed to the shared language around the practice. Wilde and colleagues pointed out the
importance for practitioners to acknowledge and anticipate the effect of stereotypes and
misconceptions on the perception of MBIs.
Other research has highlighted the importance of facilitators of contemplative practices in
education having personal experience with mindfulness (e.g., Weare, 2019). This suggests that
teachers, school psychologists, and other school staff involved with delivering MBIs should be
given the opportunity to build their own mindfulness practice as part of the implementation of
mindfulness for students.
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Mindfulness for practitioners
Mental health practitioners face stressors and challenges within their careers that may be
addressed through coping strategies, such as mindfulness-based interventions (MBIs). Fukui and
colleagues (2020) examined job stressors and personal characteristics that are related to provider
turnover within community mental health centers. Researchers found that higher levels of
emotional exhaustion, work-life imbalance, and lower job satisfaction were related to turnover
intention among mental health providers. Fukui followed-up after 12-months to find that actual
turnover was also significantly related to turnover intention. Mental health providers face
emotional challenges that may contribute to dissatisfaction with the career and turnover of
providers. Dattilio (2015) highlighted the trend for mental health practitioners to ignore their
own emotional self-care, arguing that burnout and emotional fatigue contribute to negative
outcomes for this population. Dattilio suggested various strategies for practitioners to address
their own self-care needs, such as mindfulness meditation and Acceptance and Commitment
Therapy. Although they are mental health workers, little research has replicated these findings
directly for school psychologists. Additional research on the trends of mental health and self-care
among school psychologists could inform interventions aimed at this population.
Mindfulness-based interventions may help promote resilience to burnout among
therapists and mental health providers. In a survey of rural mental health workers, Samios (2018)
found that self-reported mindfulness was associated with fewer signs of burnout, specifically
lower depression and greater positive affect. Researchers also found that compassion mediated
the relationship between mindfulness and positive indicators of adjustment (i.e., positive affect
and life satisfaction). These findings suggest that the level of mindfulness that practitioners
exhibit can relate to the experiences of burnout and depression.
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Keane (2014) completed a two-phase study to investigate the effect of mindfulness
meditation for psychotherapists. Therapists reported mindfulness practice increased their
awareness of self-care needs as well as attention and empathy for themselves and others (e.g.,
clients). Results also indicated that higher levels of trait-mindfulness were significantly
associated with greater perspective taking, less personal distress, and greater global empathy.
Mindfulness practices may promote skills specifically useful to mental health providers. In a
systematic review of current literature, eight studies were found to have fair to good quality
research methods that examined the effect of mindfulness training for health care professionals
and/or teachers (Luken & Sammons, 2016). Researchers concluded that there is strong evidence
for the efficacy of using mindfulness-training to reduce burnout. Mindfulness has been shown to
address burnout for school-based and community-based mental health practitioners; however,
little research has targeted school psychologists.
Stephenson (2019) proposed methods of building resilience and minimizing burnout
among school-based practitioners including mindfulness-based interventions. The author used a
three-tiered system, common within the schools, to suggest specific methods to address burnout
and build resilience. At the universal level, Stephenson recommended building mindfulness
skills through activities such as body scan meditations and reflective practices. Furthermore,
these and other mindfulness-based interventions could be incorporated into systems-level
interventions targeting different groups (e.g., teachers, administrators). Future research may
benefit from examining the effect of mindfulness-based interventions within a systems
framework, such as a tiered approach commonly used within the field of School Psychology.
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Use of Mindfulness among School Psychologists
Although administrators and school psychologists play a significant role in the school
environment, most research on mindfulness in the schools has been targeted students and/or
teachers. Mahfouz (2018) introduced the Cultivating Awareness in Education (CARE; a
component of the CREATE program described above) intervention for school administrators to
study the effect on well-being and leadership. Researchers interviewed 13 administrators before
and after the participating in the CARE program. Results indicated mixed perceptions of the
program, but found overall positive outcomes regarding leadership style, interpersonal
relationships, and attendance to self-care. Future researchers could expand upon these findings
with other school staff, including school psychologists.
Mindfulness-based programing can be useful for adults working in the schools. Alahari
(2017) argued that the skills gained through mindfulness practice are especially useful for school
psychologists. Alahari outlined the benefits of attending to the present moment when working
with children, teachers, parents, and other adults. Specifically, there may be benefits for both the
personal and professional lives of school psychologists. Alahari argued that mindfulness can
promote well-being, socio-emotional competence, and has specific applications for school
psychologists. They pointed out the benefit mindfulness may have for relationships with teachers
and parents, relationships with children, and self-awareness. They highlighted the importance of
integrating mindfulness training for school psychologists to promote self-care, effective
counseling of children, and consultation with adults. However, this theoretical argument has yet
to be investigated through empirical or scientific research specifically with school psychologists.
Future research could address these theoretical links to determine how and if mindfulness is
useful to practicing school psychologists.
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Michalak and colleagues (2020) investigated the implementation of mindfulness-based
interventions among psychotherapists in Germany. Among their sample of 64 therapists, 82%
indicated using mindfulness at least some of the time with their clients. Presuming that training
proceeds implementation of interventions, it is assumed that at least 82% of the sample would
indicate having had training in mindfulness. Although there has been no research to replicate
these findings for any population working within the schools, there is reason to suggest the rate
of use for mindfulness-based interventions may be lower in schools than other fields of
psychology. Bender and colleagues (2018) reviewed nine school psychology journals between
2006 and 2016 to find that only 0.57% of articles published during that time focused on
mindfulness-based interventions within the schools. Researchers concluded that the field of
school psychology has yet to investigate the full breadth of utility for mindfulness-based
interventions. It is possible that this would translate to a lower proportion of school psychologists
reporting having received training in mindfulness as compared to the sample reported by
Michalak.
Additionally, the benefit of mindfulness for school psychologists has been theorized, but
not explicitly examined. For example, Alahari (2017) argued that the social and emotional skills
developed by mindfulness-based interventions could prepare school psychologists for their work
with children, teachers, and parents. In a systematic review of mindfulness practices, Luken and
Sammons (2016) argued that mindfulness is effective to reduce burnout among teachers and
health professionals. The studies reviewed did not specifically look at the burnout of school
psychologists but could imply similar results. Researchers have noted a high prevalence of
burnout among school psychologists (e.g., Huebner, 1992; Schilling et al., 2018); however, no
research has examined the relationship between mindfulness-based interventions and the
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experience of burnout among school psychologists. The present study is proposed to address this
gap in the literature.
Research has also suggested that mindfulness-based interventions are useful to promote
self-care, specifically for school psychologists (e.g., Alahari, 2017), can be used more broadly
within the schools for children (e.g., Felver et al., 2016), and for teachers (e.g., Jennings &
Greenburg, 2009). Additionally, some research has suggested that mindfulness programs that
incorporate multiple activities are especially useful for older adolescents (Carsley et al., 2018).
However, no research has been completed to survey the amount of training, use, and efficacy of
mindfulness-based interventions by school psychologists within school settings.
School Psychologist Burnout
School psychologists face considerable stress through their difficult caseloads,
consultation with parents and teachers, and potential pressure for resources. Social-emotional
competency (SEC), or the skills gained through SEL, plays a key role for school psychologists’
and other mental health workers’ ability to cope with stress. The Mayo Clinic (2012) defines
burnout as a specific work-related stress that induces feelings of physical and emotional
exhaustion accompanied by a reduced sense of accomplishment and personal identity. Huebner
(1992) surveyed practicing school psychologists and found that symptoms of burnout were
prevalent among the sample and that coping methods did not adequately address feelings of
exhaustion and job dissatisfaction.
Recent research with school psychologists has looked at causes and effects of burnout.
Huhtala and colleagues (2017) surveyed school psychologists to find moderate correlations
between dilemma rumination and lower vigor, higher exhaustion, and more sleep problems. This
indicates that aspects of burnout for school psychologists are positively related to thinking styles,
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such as rumination. Mindfulness interventions teach skills of self-awareness and non-judgement
and are related to decreases in rumination among individuals experiencing stress and
psychopathology (e.g., Frostadottir & Dorjee, 2019). Although little research has directly
investigated mindfulness with school psychologists, there is evidence to suggest that the skills
could be useful for professional leadership and personal resilience. Future research should look
at school psychologists’ use of mindfulness and professional outcomes such as burnout and
leadership.
George-Levi and colleagues (2020) found that school psychologists continue to
experience high levels of burnout. These researchers also found that loneliness was a specific
risk factor for the experience of burnout. Castillo and colleagues (2014) demonstrated a
continued shortage of school psychologists within the field and predicted a need for more
practitioners until at least 2025. This shortage of practicing school psychologists could easily
affect the workload of current practitioners and contribute to feelings of burnout. Furthermore,
Schilling and colleagues (2018) implicated that the high prevalence of burnout among school
psychologists may perpetuate the practitioner shortage. This calls for future research to identify
resources for practicing school psychologists to combat work-place stress. Researchers surveyed
practicing school psychologists and found that the vast majority (over 90%) indicated
experiencing burnout in their careers. This indicates that school psychologists require additional
support aimed at reducing the effect of stress within the workplace to reduce burnout.
In a sample of 104 school psychologists in Israel, George-Levi and colleagues (2020)
found that sense of coherence within the school was negatively associated with burnout. This
implies that social and emotional factors significantly contribute to the experience of burnout
among school psychologists and that school-wide programs influence the feelings of isolation
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and burnout among school psychologists. However, future research can help to identify specific
skills school psychologists use for coping within their professional practice.
If school psychologists are working with children, families, and professional that have
traumatic stress, there is an increased risk of developing secondary traumatic stress. In a
systematic review of 4,000 articles, Bercier and Maynard (2015) found no current research that
effectively measured the effect of interventions specific for secondary traumatic stress with
mental health workers. This finding compels researchers to establish rigorous investigations
about the current practices and interventions under development that are aimed at reducing the
impact of secondary traumatic stress for mental health workers, including school psychologists
and social workers. Burnout and secondary stress should be addressed within the training and
research for school psychologists in the field.
No studies have looked at mindfulness-based interventions for the experience of burnout
among school psychologists. In a review of literature on reducing burnout for physicians,
Panagioti and colleagues (2017) found controlled mindfulness interventions to have small,
significant positive effects. Specifically, they found that interventions directed by organizations
were significantly more effective than interventions lead by the physicians themselves. Based on
this research, organizational buy-in could impact the efficacy of interventions aimed at reducing
burnout. Additionally, Barattucci and colleagues (2019) found that a mindfulness-based
intervention provided to health care professionals enhanced emotion regulation and reduced
anxiety symptoms at a 6-month follow-up, compared to a waitlist control. Mindfulness-based
interventions may be effective to address symptoms of stress and burnout. Future research should
explore the utility of mindfulness-based interventions aimed at reducing burnout for school
psychologists.
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The Current Study
The amount of training and use of mindfulness among school psychologists is currently
unknown. There is evidence to suggest that psychotherapists have relatively high levels
familiarity with mindfulness and mindfulness-based interventions (e.g., Michalak et al., 2020);
however, these results have not been replicated with a school psychologist population. It is
possible that school psychologists show a different trend for their use and training in
mindfulness. The current study was designed to address this query by sampling from the
population of school psychologists in the Western region of the United States.
Practicing school psychologists were recruited to complete a series of surveys designed to
examine their role in the school, training and use of mindfulness, trait mindfulness, and burnout
level. The level of burnout among school psychologists sampled was hypothesized to relate to
their trait level of mindfulness, use of mindfulness techniques, and other school factors (e.g.,
school-wide practices and support). By exploring the amount of training and use of mindfulness,
the present study aimed to provide a foundation for future research to examine effective
interventions for school psychologists experiencing burnout, as well as implementation factors
that aid in school-based mindfulness interventions.
Qualitative Component
A second aspect of the current study utilized a qualitative approach to examine
mindfulness training and use among school psychologists by asking about their past and present
experiences. The survey included open-ended questions pertaining to burnout and the successful
integration of mindfulness within the schools. Additional questions included barriers to using
mindfulness within this setting. These questions aimed to identify specific themes across
participant responses to inform if and how mindfulness is being used by school psychologists. In
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line with previous research on implementation science within the schools, we expected to find
that professional development, integrity of evidence-based practices, and a collaborative
approach to sustaining programs within schools would play key roles (Owens et al., 2014). The
qualitative questions were designed to provide convergent information about the below research
questions.
Research Questions
Quantitative Questions:
1. What training do school psychologists (SPs) have in mindfulness?
2. How familiar with mindfulness are practicing SPs?
Mixed Methods Questions:
3. What factors are related to familiarity with mindfulness?
a. Hypothesis 3.1: Use of mindfulness within their personal life (e.g., meditation,
self-care) will be significantly positively correlated to reported level of familiarity
with mindfulness.
b. Hypothesis 3.2: Trait mindfulness will be significantly positively correlated to
reported level of familiarity with mindfulness.
c. Qualitative Open-ended Survey Question:
i. How do you think mindfulness can be used within the schools?
4. How does burnout among SPs relate to use of mindfulness in the schools?
a. Hypothesis 4.1: Reported level of burnout will be significantly negatively
correlated to overall reported use of mindfulness.
b. Hypothesis 4.2: Reported level of burnout will be significantly negatively
correlated to reported use of mindfulness within their professional role.
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c. Qualitative Open-ended Survey Questions:
i. To what extend have you experienced burnout as a school psychologist?
ii. What has your experience been with using mindful practices (i.e., bringing
your attention to the present moment with curiosity) to address your
feelings of burnout and stress?
5. How does trait mindfulness level relate to burnout among SPs?
a. Hypothesis 5: Trait mindfulness will be significantly negatively associated with
reported level of burnout.
b. Qualitative Open-ended Survey Question:
i. How do you think mindfulness can or does change the way you interact
with students?
Qualitative Question:
6. What are the perceived barriers to mindfulness in the schools?
a. Qualitative Open-ended Survey Question:
i. What do you think are barriers to using mindfulness within the schools?
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Chapter 3: Method
Participants
This study recruited practicing school psychologists from the Western region of the
United States of America through state-level school psychology organizations. 82 people
completed some portion of the survey. Of these, 9 people indicated they were retired or not
school psychologists and were immediately taken to the end of the survey, and 6 people did not
complete enough of the survey to be included (i.e., less than 1/3), leaving a final sample size of
N = 67 participants. About a half of the participants (n = 34) did not complete one portion of the
survey (i.e., no open-ended responses, incomplete OLBI, or incomplete MAAS). Data was
collected from December 2020 – March 2021.
General demographics are summarized in Table 1 below. Some additional demographic
questions were adapted from the unpublished measure School Psychologist Job Burnout Survey
(Schilling & Randolph, 2017) because factors such as size of district and workload have been
associated with burnout among school psychologists (e.g., Schilling, Randolph, & Boan-Lenzo,
2018). These school psychologist-related demographics are summarized below in Table 2. Then,
the distribution of reported professional roles is summarized in Table 3. See Appendix C for a
full list of demographic questions.
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Table 1
General Demographics of Sample
Factor
Sample (N=67) Percentage of Sample
Gender
Female
55
82.1%
Male
10
14.9%
Gender Fluid
1
1.5%
No Response
1
1.5%
Race
American Indian or Alaska Native
1
1.5%
Asian
3
4.5%
Black
5
7.5%
Native Hawaiian or Pacific Islander
1
1.5%
White
55
82.1%
Other
6
9.0%
US State of Practice
California
43
64.2%
Washington
11
16.4%
Montana
6
9.0%
Wyoming
1
1.5%
Massachusetts
1
1.5%
No Response
5
7.5%
Note. Participants were able to report multiple racial identities.
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Table 2
School Psychology-Related Demographics of Sample
Factor
Sample (N=67) Percentage of Sample
Setting
Public Schools
64
95.5%
Private, Charter, or Alternative Schools
3
4.5%
Degree
Masters
35
52.2%
Specialist
27
40.3%
Doctorate
5
7.5%
Years in the Field
1-5 years
18
26.9%
6-10 years
16
24.0%
11-15 years
9
16.4%
16-20 years
12
17.9%
21+ years
12
17.9%
Grades
Pre-K
21
31.3%
th
K-5
42
62.7%
6th-8th
44
65.7%
9th-12th
24
35.8%
College
2
3.0%
Location
Urban
20
30.0%
Suburban
37
55.2%
Rural
12
17.9%
School District Size
250-999
7
10.4%
1,000-1,999
6
9.0%
2,000-4,999
9
13.4%
5,000-9,999
8
11.9%
10,000+
37
55.2%
Student to Psychologist Ratio
less than 1:500
6
9.0%
1:500 to 1:1,000
21
31.3%
1:1,000 to 1:1,500
31
46.3%
1:1,500 to 1:2,000
8
11.9%
greater than 1:2,000
1
1.5%
Note. Participants may work in multiple schools found in different communities.
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Table 3
Summary of Professional Role Demographics
Role (% of Time)
Psychoeducation Evaluation
(>50%)
(25-50%)
(1-24%)
(0%)
Individual Therapy
(>50%)
(25-50%)
(1-24%)
(0%)
Academic Intervention
(>50%)
(1-24%)
(0%)
Consultation with Teachers
(>50%)
(25-50%)
(1-24%)
Consultation with Parents
(>50%)
(25-50%)
(1-24%)
(0%)
Consultation with Administrators
(>50%)
(25-50%)
(1-24%)
(0%)

Sample (N = 67)

Percent of Sample

49
12
5
1

73.1%
17.9%
7.5%
1.5%

1
10
39
15

1.5%
14.9%
58.2%
22.4%

1
34
29

1.5%
50.7%
43.3%

4
17
45

6.0%
25.4%
67.2%

2
10
54
1

3.0%
14.9%
80.6%
1.5%

6
15
43
2

9.0%
22.4%
64.2%
3.0%

Measures
Training and Use of Mindfulness
Participants were asked to rate their level of familiarity with mindfulness from 0 (novice)
to 100 (expert). The level of training and use of mindfulness within the schools was of interest to
this study. For this study, questions about training and use of mindfulness included 12 items
aimed at determining the level of training and type of practices used by participants (see
Appendix D for complete list of questions). The purpose of these questions was to establish the
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type of training, amount of familiarity, and setting of using mindfulness-based interventions
among participants. Past research has administered questions after a mindfulness intervention to
follow-up with participants’ perception of training (e.g., Sanger et al., 2017) and intervention
adherence (e.g., Fung et al., 2019), but there is currently no published measure to assess the level
of training and use of mindfulness.
Burnout
Dimensions of burnout, including disengagement and exhaustion, were assessed using the
Oldenburg Burnout Inventory (OLBI; Demerouti et al., 2010; see Appendix E). The OLBI uses
16 statements (8 reverse coded), such as “There are days when I feel tired before I arrive at
work” and “I can tolerate the pressure of my work very well,” rated on a 4-point Likert scale
ranging from 1 (strongly agree) to 4 (strongly disagree). Reis and colleagues (2015) validated
the OLBI for students and employees and found the measure to have excellent internal
consistency, ranging from 0.97 to 0.99. Half of the items in the OLBI are reverse coded, and an
overall sum total score is computed in addition to two subscale scores (disengagement and
exhaustion), with higher scores indicating higher levels of burnout.
Demerouti and colleagues (2010) investigated the convergent validity of the OLBI with
an overall measure of burnout (i.e., the Maslach Burnout Inventory-General Survey; Schaufeli et
al., 1996), and a measure of work engagement (i.e., the Ultrecht Work Engagement Scale;
Schaufeli & Bakker, 2003). Findings indicated that the three measures show significant
correlations ranging from 0.38-0.62. This suggests there is a significant overlap in the constructs
captured by the OLBI and the Maslach Burnout Inventory. Because the OLBI includes items
relating to burnout, along with items that are related to workplace engagement, this was the most
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appropriate measure for the current study. The OLBI had an internal consistency of α = 0.89 in
the present study.
Trait Mindfulness
Trait-mindfulness was assessed using the Mindful Attention Awareness Scale (MAAS;
Brown & Ryan, 2003; see Appendix F). The MAAS uses 15 statements, such as “I rush through
activities without being really attentive to them” and “I get so focused on the goal I want to
achieve that I lose touch with what I’m doing right now to get there,” rated on a 6-point Likert
scale ranging from 1 (almost always) to 6 (almost never). Brown and Ryan (2003) validated the
MAAS for use among general populations of adults and college students and the internal
consistency was found to be good, ranging from 0.80 to 0.90. A mean score is computed for the
MAAS, with higher scores indicating higher levels of trait mindfulness.
The MAAS was selected as a measure of trait-mindfulness based on its overall measure of
mindfulness. Kotzé and Nel (2016) found that the MAAS showed a stronger correlation to
burnout when compared to another mindfulness measure (i.e., the Frieburg Mindfulness
Inventory; Walach et al., 2006). They also found that the MAAS was the only significant
predictor of burnout. For these reasons, the MAAS was used as a measure of trait mindfulness for
this study. The MAAS had an internal consistency of α = 0.94 in the present study.
Procedure
Eleven state organizations in the Western United States were contacted for this project.
Five organizations responded positively to the Principal Investigator’s email and provided
permission to recruit participants through their listserv. Out of these organizations, one utilized a
social media group page (Wyoming), one used a separate webpage specific for research
participation opportunities (Washington), and three offered to post information about the survey
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directly to their listserv (Montana, Arizona, & California). See Appendix B for study
advertisement information that was used to recruit participants. Participants were offered the
opportunity to enter into a raffle to win a gift certificate for participating in the survey by
providing their email address. Finally, an advertisement to participate in the current study was
posted to the group communication page of the five above-mentioned state school psychology
state organizations. Participants were provided a link to a Qualtrics page that contained a consent
form, as well as all measures and questions. The combined survey was estimated to take 20-25
minutes to complete. At the end of the survey, participants were given the opportunity to enter
their email address separate from their survey answers to be entered into a drawing to win one of
five $50 visa gift cards. The emails collected for the drawing were assigned numbers and then a
random number generator was used to determine the five winners, who were then contacted via
email. Winners were given two weeks to respond positively and receive the gift card before the
next person on the list was contacted to receive the gift card.
Qualitative Approach
To address the qualitative aspect of this study, data collected from the open-ended survey
questions on training and use of mindfulness were coded using NVivo12 qualitative analytic
software (NVivo Pro 12; 2018). Nvivo12 is a qualitative data organization program that is able to
identify themes and find patterns within the data. This program utilizes “nodes” that coders are
able to create and categorize the data. A thematic analysis approach as described below was used
to design and analyze the open-ended data in the current study. For this study, themes were
identified directly from the data through iterative investigation by the Principal Investigator and
a research assistant. Although the Nvivo12 software is capable of generating “automatic” codes,
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this feature was not used in the present study and instead data was examined only by the
Principal Investigator and a graduate research assistant, as described below.
Patton (2015) suggests an iterative process for thematic and inductive analysis to review
possible themes in the data throughout multiple reviews. This allows for findings to emerge from
the data as analysts read through and identify themes in the information. For the current study,
initial nodes at the start of the review process included only the research questions and
hypotheses, otherwise an open, axial, and selective coding process was used. Open coding is
when researchers create tentative labels for the data after reading through it several times
(Patton, 2015). The labels are based solely upon what is seen in the data; this was done using the
typical methodology of reading through the complete data set multiple times. These initial
possible nodes provide a guide for line-by-line analysis when the researchers either confirm or
disconfirm the presence of predicted nodes. For the current study, open coded created additional
themes and subthemes for each of the five survey questions. Axial coding involves looking at the
themes produced in open coding and identifying relationships and connections between them.
During this stage, researchers in the current study begin to link categories of nodes within the
data into broad and descriptive themes. The properties and dimensions of categories were
revealed through careful examination of data and thematic grouping.
To enhance the credibility of research findings, Patton (2015) suggests four techniques of
qualitative research that were used in this study. First, triangulation of qualitative sources was
completed by comparing the consistency of responses across participants. Descriptions of the
consistency of responses is presented as the percentage of the sample who included a given
theme in their response. However, even when a theme or subtheme is present in only one
response, this is still valuable information and reported in the results of this study. That is why in
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the current study, all data was coded to saturation and captures the themes and ideas from all
participant responses. Second, a mixed qualitative and quantitative approach was used
specifically to identify how school psychologists are currently using mindfulness within the
schools. This complements the triangulation approach by providing multiple data points on
specific hypotheses for the present study. Third, the analyst triangulation method was used in the
current study and allows for multiple researchers to work with data both independently and
collaboratively in an iterative process. This method specifically helps to reduce the potential bias
and selective attention of a single researcher. Fourth, methods of theory and perspective
triangulation require that analysts make a conscious effort to explain results from multiple
theoretical perspectives (e.g., cultural systems, feminist theory, attachment). The current study
presents multiple explanations for the data and results as an exploration of these research topics.
For the present study, each coder first became familiar with the data by reading the
responses multiple times. Reviewers took notes on the process of data analysis and possible
additional nodes or themes throughout each round of reviewing the data. Each created a list of
themes based on research questions and initial review, then analysts collaborated on the list of
themes (see Appendix G). Both used an open, axial, and selective coding approach, as described
by Patton (2015) and summarized above, to conceptualize the coding structure to represent
themes and subthemes within the data. The PI analyzed all data in the current study, while a
school psychology graduate student research assistant coded a randomly selected 30% of cases.
In the current study, this approach provided an overall inter-rater reliability of (IRR value =
0.70). This Kappa value is an aggregate of all themes for the data and represents and overall
acceptable value of reliability. The two reviewers met to discuss the cases of disagreement and
collaborated on the best fit for the data and additional themes. The purpose was to reduce bias
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from either analyst. After this meeting, the reviewers had 100% agreement on the theme
structure of the data. Then, the themes from the official coder (PI) were used for subsequent
analyses.
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Chapter 4: Results
Quantitative Analysis
Research Question 1: What training do School Psychologists (SPs) have in mindfulness?
Descriptive statistics were computed to address Research Question 1. The majority of the
participants (n = 54, 80.6%) endorsed “yes” for the question “Have you received any training in
mindfulness-based interventions? (e.g., graduate coursework, webinar, conference workshop).”
Ten (14.9%) participants reported having received training as part of their graduate degree, 45
(67.2%) reported having received training as continuing education, 42 (62.7%) reported having
received it outside the field of psychology, and eight (12.0%) reported other experiences,
including 4 reports (6.0%) of self-study and 2 reports (3.0%) of undergraduate training.
Descriptive statistics for all other measures are presented below in Table 4.
Table 4
Descriptive Statistics of Measures
Measure
Familiarity of Mindfulness
Use of Mindfulness
Personal Use
Professional Use
Overall Use
MAAS Overall Mean
OLBI
Overall Sum Burnout
Dissatisfaction Subscale
Exhaustion Subscale

Mean (SD)
66.65 (25.40)

Range
5-100

2.86 (0.95)
2.94 (1.01)
2.90 (0.88)
3.60 (0.96)

1.00-5.75
1.00-5.50
1.00-5.38
1.27-5.80

36.82 (6.74)
18.73 (3.59)
19.90 (4.07)

23-56
11-28
11-32

Research Question 2: How familiar with mindfulness are practicing SPs?
Participants reported their level of familiarity with mindfulness (Novice [0] to Expert
[100]). For Research Question 2, data was examined using a Shapiro-Wilk test of normalcy.
Results showed a significant departure from normalcy, W (62) = 0.226, p < 0.00. Figure 1 shows
these data along a normal curve distribution. Since Pearson’s R correlation does not assume
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normalcy, the subsequent analyses were acceptable despite the finding that the spread of this
variable was not distributed along a normal curve. The negative skew shown in the graph
suggests that SPs reported a higher level of familiarity with mindfulness that would be expected
if the responses were randomly distributed.
Related to the reported level of familiarity, the ways school psychologists use
mindfulness was of interest to this study. Frequency and descriptive data of the reported use of
mindfulness is reported in Table 5. Sum-totals were calculated for the lower and upper half of
the Likert scales for each question in this part of the survey. This provided an estimate of “low”
and “high” use for each mindful activity.

Figure 1
Frequency Distribution of SPs Familiarity with Mindfulness
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Table 5
Reported Use of Mindfulness
Daily time spent…
Purposefully maintaining
attention in current
moment with curiosity a

0 minutes 1-2 min
n (%)
n (%)
7 (10.4) 13 (19.4)

2-5 min
n (%)
9 (13.4)

6-10 min 10-30 min 30+ min
n (%)
n (%)
n (%)
10 (14.9) 16 (23.9) 7 (10.4)

0-5 min
n (%)
29 (46.8)

6+ min
n (%)
33 (53.2)

Routinely
n (%)
5 (7.5)

Daily
n (%)
2 (3.0)

Never –
Sometimes
n (%)
43 (68.3)

Often –
Daily
n (%)
20 (31.7)

4 (6.0)
4 (6.0)

2 (3.0)
1 (1.5)

53 (84.1)
53 (84.1)

10 (15.9)
10 (15.9)

Teach mindfulness to
11 (16.4) 9 (13.4)
25 (37.3) 13 (19.4)
4 (6.0)
b
children
Engage in mindfulness when
5 (7.5)
11 (16.4) 16 (23.9) 21 (31.3) 8 (11.9)
b
working with children
Teach mindfulness to adults b 18 (26.9) 12 (17.9) 28 (41.8)
3 (4.5)
1 (1.5)
Engage in mindfulness when 12 (17.9)
3 (4.5)
22 (32.8) 18 (26.9)
4 (6.0)
b
working with adults
Note. a denotes questions about personal use, b denotes questions about professional use.

1 (1.5)

45 (71.4)

18 (28.6)

2 (3.0)

32 (50.8)

31 (49.2)

1 (1.5)
4 (6.0)

58 (92.1)
37 (58.7)

5 (7.9)
26 (41.3)

How often…
Bring attention to the present
moment with curiosity a
Practice meditation a
Practice yoga or martial arts a

Never
n (%)
5 (7.4)
11 (16.4)
21 (31.3)

Rarely Sometimes
Often
n (%)
n (%)
n (%)
14 (20.9) 24 (35.8) 13 (19.4)
27 (40.3)
18 (26.9)

15 (22.4)
14 (20.9)
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4 (6.0)
5 (7.5)

Research Question 3: What factors are related to familiarity with mindfulness?
First, all questions about frequency of mindfulness practices were converted from the
Likert scale to numeric value (i.e., Never = 0, Rarely = 1, Sometimes = 2, Often = 3, Routinely =
4, Daily = 5). To test hypothesis 3.1, that reported personal use of mindfulness would be
significantly positively correlated with reported level of familiarity, the mean value of the four
questions about personal use was calculated (see Appendix D for list of questions). A bivariate,
two-tailed Pearson’s r correlation showed a significant positive correlation between the
calculated personal use of mindfulness and reported level of familiarity, r (61) = 0.509, p < 0.00.
That is, as reported use of mindfulness increased so did reported level of familiarity with
mindfulness.
To examine Hypothesis 3.2, that trait mindfulness would be significantly positively
correlated to reported level of familiarity, the mean level of trait mindfulness, as measured by the
MAAS, was correlated with the reported level of familiarity with mindfulness. A Pearson’s r
correlation coefficient was computed to assess the relationship between the mean level of trait
mindfulness and the reported familiarity of mindfulness. Results supported the hypothesized
relationship between the two variables, r (55) = 0.331, p = 0.013. In other words, as trait
mindfulness increased, so did reported level of familiarity with mindfulness.
Research Question 4: How does burnout among SPs relate to use of mindfulness in the
schools?
To test hypothesis 4.1, that reported burnout would be significantly negatively related to
total use of mindfulness (i.e., personal and professional), the mean value of the questions about
frequency of mindfulness practices was calculated (see Appendix D for list of questions). A
Pearson’s r correlation was used to assess the relationship between the sum total on the OLBI
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and the calculated value for overall use of mindfulness. Results supported the hypothesized
correlation, r (62) = -0.333, p = 0.008. That is, as overall level of burnout increased, overall use
of mindfulness decreased.
To test hypothesis 4.2, which stated that reported level of burnout would be significantly
negatively related to use of mindfulness specifically within their professional role, the mean
value of questions specific to professional use was calculated (see Appendix D for list of
questions). A Pearson’s r correlation was used to assess the relationship between the sum total on
the OLBI and the calculated value for professional use of mindfulness. Results showed support
for the hypothesized relationship, r (52) = -0.371, p = 0.003. In other words, as overall level of
burnout increased, professional use of mindfulness decreased.
Research Question 5: How does trait mindfulness relate to burnout among SPs?
To test hypothesis 5, that trait mindfulness would be significantly negatively associated
with symptoms of burnout, a Pearson’s r correlation coefficient was computed to assess the
relationship between the sum total on the OLBI and mean total on the MAAS. Results showed
support for this hypothesis, r (56) = -0.642, p < 0.00. That is, SPs with greater trait mindfulness
were less likely to experience symptoms of burnout.
Table 6
Summary of Pearson Correlations
Hypothesis
Factor 1
Factor 2
3.1
Personal Use
Familiarity
3.2
MAAS Mean
Familiarity
4.1
OLBI Sum
Overall Use
4.2
OLBI Sum
Professional Use
5
OLBI Sum
MAAS Mean
Note. Bivariate two-tailed Pearson’s R correlations.
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R
0.509
0.331
-0.333
-0.371
-0.642

p
< 0.00
0.013
0.008
0.003
<0.00

Qualitative Analysis
The list of themes created by the Primary Investigator with assistance from a School
Psychology graduate student peer was used to code all data and was developed through an
iterative process to reach data saturation as described above. See Appendix G for final list of
themes and hierarchy.
Research Question 3: What factors are related to familiarity with mindfulness?
Fifty-five participants answered the survey question, “How do you think mindfulness can
be used within the schools?” This question is related to familiarity with the assumption that
familiarity with mindfulness comes from exposure, practice, and use of mindfulness in different
settings or with different activities. There were six themes found in this survey question: schoolwide, SEL or Emotional IQ, used by teachers, individual student, practice needed, and brief
intervention (see Table 7). The most common theme was that mindfulness can be used schoolwide or within an entire classroom (31 responses, 56.4%). For example, one participant wrote “I
think mindfulness should be woven into the curriculum of every grade” and another wrote “It
can help both adults and students.” There were 16 responses (29.1%) for both the second theme
of Social-Emotional Learning and third theme of mindfulness specifically being used by
teachers. For example, one participant wrote “[to] encourage teachers to integrate it into the
daily classroom schedule.” The fourth theme, which focused on using mindfulness with
individual students was recorded in six responses (11.0%). The fifth theme, that a person needs
practice to use mindfulness in the school was seen across four responses (7.3%), such as “I
believe that you have to practice mindfulness to… [teach it].” Finally, the sixth theme of
mindfulness being used as a brief intervention was seen in three responses (5.5%).
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Table 7
“Mindfulness In Schools” Themes & Percentage of Data Coverage
Theme/Subtheme
References
School-wide or Classroom Wide
31
SEL or Emotional IQ
16
Used by Teachers
16
Individual Student
6
Practice Needed
4
Brief Intervention
3
Note. Multiple codes are possible for a given reference.

% Responses (N=55)
56.4
29.1
29.1
11.0
7.3
5.5

Research Question 4: How does burnout among SPs relate to use of mindfulness in the
schools?
Fifty-six participants answered the survey question, “To what extent have you
experienced burnout as a school psychologist?” There were nine themes found in this survey
question: school factors, COVID-19, high burnout, cycle or breaks, low burnout, career change,
early career, secondary trauma, and outside of career (see Table 8). Twenty-two responses
(39.3%) were coded for the first theme of school factors related to burnout. Examples of
responses within this theme are that “burnout came to me when I felt that I wasn’t compensated
for the quality of work I was doing,” and that burnout is “due to guidance from the blind leading
the blind.” There were three sub-themes to the first theme focusing on school factors. The first
sub-theme within school factors was seen across nine responses (16.1%) and included issues
about the caseload, including one report (1.8%) specific to lack of progress. There were eight
responses (14.3%) that linked burnout to the second sub-theme of leadership and/or
administration within the school, such as one response that stated, “poor administration is the
biggest cause of burnout.” The third sub-theme was seen in one response (1.8%) that mentioned
burnout is linked to compensation. The second theme for this survey question was COVID-19
and was found across ten responses (17.9%). This included a sub-theme of working from home
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as linked to burnout within three responses (5.4%). The third theme found for this survey
question within eighteen responses (32.1%) denoted that they currently experience or have
experienced in the past high levels of burnout. The fourth theme was found in sixteen responses
(28.6%), indicating that the experience of burnout is cyclical or that breaks in work contribute to
breaks in burnout, such as one participant who stated, “I can usually recover on weekends or
breaks.” Fourteen responses (25.0%) shared the fifth theme that they experience very low levels
or no burnout in their career. This theme was seen in responses from both early career SPs and
those who had been in the field for 6+ years. Six responses (10.7%) mentioned the sixth theme of
making the decision or thoughts to leave their career in school psychology due to having
experienced burnout. Five responses (9.0%) indicated the seventh theme that being early career
professionals is contributing to their experience of burnout (whether high or low levels of
burnout). The eighth theme was seen in two responses (3.6%) that reported secondary trauma
contributes to their experience of burnout. Finally, the ninth theme was seen in two responses
(3.6%) that stated factors outside of their career contribute to their experience of burnout.
Table 8
“Experience of Burnout” Themes & Percentage of Data Coverage
Theme/Subtheme
References
School Factors
22
Caseload
9
Lack of Progress
1
Administration
8
Compensation
1
COVID-19 or 2020 Specific
10
Working from Home
3
High Burnout
18
Cycle or Breaks
16
Low Burnout
14
Career Change
6
Early Career
5
Secondary Trauma
2
Outside of Career
2
Note. Multiple codes are possible for a given reference.
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% Responses (N=56)
39.3
16.1
1.8
14.3
1.8
17.9
5.4
32.1
28.6
25.0
10.7
9.0
3.6
3.6

Fifty-five participants responded to the open-ended survey question “What has your
experience been with using mindful practices (i.e., bringing your attention to the present moment
with curiosity) to address your feelings of burnout and stress?” There were four themes found in
this survey question: helpfulness, awareness, frequent practice, and not used (see Table 9).
Thirty responses (54.5%) captured the first theme that mindfulness is helpful. A subtheme of
helpfulness was how it is specifically helpful to school psychologists, found in twenty-five
responses (45.5%), such as one response that stated, “I felt recharged!” Another participant
stated, “I have found mindfulness/meditation practices to be very beneficial in calming down and
helping me to stay focused on the current moment rather than worrying excessively about the
past or future.” Included in the sub-theme helpful for SP were eight responses (14.5%) indicating
that mindfulness is a big help, such as stating “Helps greatly,” “very effective,” or that “daily
yoga has been a life saver.” The word choice of “life saver,” “greatly,” or “very” was distinct
from other reports that simply described mindfulness as being helpful. The second sub-theme
within helpfulness was one response (1.8%) which mentioned that mindfulness is helpful for the
students with whom they work. The second theme for the survey question about using
mindfulness to address burnout was that mindfulness helps increase awareness and was found in
six responses (11.0%). A sub-theme was seen in five of these responses (9.1%) that specifically
stated awareness of the present moment. The third theme was found in eight responses (14.6%)
that declared mindfulness requires frequent practice to be helpful. The final theme found for this
survey question was seen in eighteen responses (32.7%) and indicated that mindfulness is not
used to address feelings of burnout, such as the response of “Can not apply to my self” or “I
doubt it's enough to overcome issues…created by line of work/current position.” Six of these
responses mentioned the sub-theme that they need other strategies (10.9%), including one
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response (1.8%) that shared specifically that “Physical activity has been a much more effective
practice.”
Table 9
“Mindfulness & Burnout” Themes & Percentage of Data Coverage
Theme/Subtheme
References
Helpfulness
30
Helpful to SP
25
Big Help
8
Helpful to Students
1
Awareness
6
In the Moment
5
Frequent Practice
8
Not Used
18
Other Coping
6
Specific Resource
1
Note. Multiple codes are possible for a given reference.

% Responses (N=55)
54.5
45.5
14.5
1.8
11.0
9.1
14.6
32.7
10.9
1.8

Research Question 5: How does trait mindfulness relate to burnout among SPs?
Fifty-four participants responded to the survey question, “How do you think mindfulness
can or does change the way you interact with students?” This survey question addresses the
research question by looking for indications that mindfulness helps prepare or recover from
aspects of the work that SPs complete. There were five themes found in this survey question:
relationship quality, less reactive, skill for kids, self-care, and present moment (see Table 10).
Twenty-three responses (42.6%) indicated the first theme that mindfulness affects the
relationship quality with students. Under this first theme, there were two sub-themes of
increased empathy and compassion. Three responses (5.6%) specifically mentioned increased
empathy and one response (1.9%) stated mindfulness can help increase compassion. Examples
from this theme include one response that stated, “It allows you to engage with students in a
more empathetic manner” and another that wrote “It helps me be more emotionally present.”
Next, nineteen responses (35.2%) denoted the second theme that mindfulness helps them be less
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reactive when working with students, such as one participant who indicated, “It helps me to not
react emotionally and take a step back in certain situations.” Seven responses (13.0%) mentioned
the third theme that mindfulness is a useful skill for students, such as “They are empowered to
cope in a positive manner.” Six responses (11.1%) indicated the fourth theme of mindfulness as
being a self-care strategy they use when working with students, such as “Helps me re-group.”
Finally, four responses (7.4%) included the fifth theme that mindfulness helps remain in the
present moment when working with students, such as “More effective because I can be present.”
Table 10
“Mindfulness With Students” Themes & Percentage of Data Coverage
Theme/Subtheme
References
% Responses (N=54)
Relationship Quality
23
42.6
Compassion
1
1.9
Empathy
3
5.6
Less Reactive
19
35.2
Skill for Kids
7
13.0
Self-Care
6
11.1
Present Moment
4
7.4
Note. Multiple codes are possible for a given reference.
Research Question 6: What are the perceived barriers for mindfulness in the schools?
Fifty-four participants responded to the survey question, “What do you think are barriers
to using mindfulness within the schools?” There were four themes found for this question: buyin, time and resources, consistency, and culture or religion (see Table 11). The first theme was
buy-in, mentioned by forty-two responses (77.8%), such as one response that shared the
possibility of “staff skepticism that mindfulness is just another fad that won't last.” There were
four sub-themes under the theme of buy-in; 15 responses (27.8%) specified lack of knowledge or
training, 13 responses (24.1%) indicated the need for staff support, two responses (3.7%)
included parent support, and one response (1.9%) mentioned the possibility of people being
threatened by mindfulness practices. The second theme was time and/or resources, where
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twenty-six responses (48.1%) indicated this as being a barrier for mindfulness in the schools. For
example, one response shared the importance of “giving myself permission to take the time to do
so” and another participant specified that “It’s just such a busy job with so many things to do all
the time that [they] forget.” The lack of time and/or resources could be interpreted as a reason
why the SPs themselves do not practice mindfulness as well as a potential barrier for practice
throughout the school by students. The third theme was found in five responses (9.3%) that
mentioned the importance of consistency of practice for using mindfulness in the schools, such
as “Making it a practice and not just a one time thing.” The fourth theme mentioned in five
responses (9.3%) was culture or religion as barriers, counting one response (1.9%) that specified
that there should not be religious teachings in schools. For example, one response stated,
“religious beliefs about turning to God instead of looking within” as a barrier. Another specified
that “Some people think it's teaching religion in public schools, which is not the case.”
Table 11
“Perceived Barriers” Themes & Percentage of Data Coverage
Theme/Subtheme
References
Buy-In
42
Lack of Knowledge
15
Staff Support
13
Parent Support
2
Threatened
1
Time & Resources
26
Consistency
5
Culture or Religion
5
No Religion in Schools
1
Note. Multiple codes are possible for a given reference.
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% Responses (N=54)
77.8
27.8
24.1
3.7
1.9
48.1
9.3
9.3
1.9

Chapter 5: Discussion
School psychologists (SPs) work with teachers, students, parents, and other stakeholders
within school systems. Past research has found high rates of burnout among SPs (e.g., Schilling
et al., 2018). Within the research to manage and prevent burnout, other researchers have
suggested mindfulness-based interventions and theorized specific benefits to the diverse role of
SPs (Alahari, 2017). To address how mindfulness is and could be used by SPs to prevent and
address symptoms of burnout a mixed methods research design was used to survey SPs currently
working in the schools. Each research question discussed below highlights the importance of
continued support for SPs and the possible experience of burnout in their role to support students
and teachers.
Research Question 1: What training do School Psychologists (SPs) have in mindfulness?
Current literature is unclear regarding how much training school psychologists have in
mindfulness. Previous research has found that only 0.57% of articles published in 9 major school
psychology research journals between 2006 and 2016 focused on mindfulness-based
interventions in the schools (Bender et al., 2017). However, Michalak and colleagues (2020)
showed that 82% of psychotherapists surveyed indicated using mindfulness with their clients.
These researchers also reported that psychotherapists tend to use mindfulness in an “eclectic
way” (p. 401) and rarely use a specific mindfulness practice, such as Mindfulness-Based Stress
Reduction. Based on these previous findings, it was expected that between 57% and 82% of SPs
would report having some training in mindfulness and that training would include general
mindfulness practices rather than specific standardized training programs.
Results of the current study showed that 80.6% of the sample endorsed having received
training in mindfulness. When asked where this training occurred, the majority (67.2%) reported
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having completed continuing education on the topic of mindfulness. Additionally, 62.6%
reported training outside of the field of psychology. These results suggest that SPs are trained in
mindfulness at a similar rate to other psychotherapists reported in the literature. However, most
of the training that SPs receive on mindfulness is occurring by choice as part of continuing
education or seeking out information outside of the field. This indicates that mindfulness is
useful and of interest to practicing SPs. Importantly, about 15% of the sample in the current
study reported training in mindfulness as part of their graduate degree. It is possible for graduate
programs to incorporate mindfulness as part of the training curriculum of SPs, which may in turn
further increase the rate at which SPs report training and use of mindfulness within their career.
Graduate-level training may also include more standardized mindfulness programs, as this has
been a gap previously reported in the literature (e.g., Michalak et al., 2020). The consistency and
rigor of graduate-level training may provide an opportunity to increase mindfulness as a coping
skill for personal use and therapy technique used within the professional role of SPs.
Research Question 2: How familiar with mindfulness are practicing SPs?
The implementation of mindfulness training has shown to be influenced by many factors,
such as buy in, time and resources, and past knowledge of mindfulness (Byron, et al., 2015).
Bender and colleagues (2017) found that less than 1% of recent school psychology research
articles focused on mindfulness in schools. This would indicate that school-based psychologists
may have lower levels of awareness compared to psychologists from other settings. However, it
is possible that SPs are gaining familiarity with mindfulness through other forms of training and
exposure. Trainers of mindfulness programs should be aware of the baseline knowledge that
participants have in the topic to best facilitate growth and use of mindfulness skills. It may also
be important to correct misrepresentations of what mindfulness is or is not during training.
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Results of the current study showed a significant departure from a normal distribution for
the question that asked participants to rate their level of familiarity with mindfulness. As shown
in Figure 1 above, a negative skew in the data suggests that SPs reported a higher level of
familiarity with mindfulness than would be expected if randomly distributed. This indicates that
SPs have some experience with mindfulness and may find it useful within their personal or
professional lives. Importantly, Figure 1 also shows a portion of the sample that reported low
levels of familiarity (below 50%). Educators and trainers working with SPs to introduce or use
mindfulness should be aware that some participants may have relatively high levels of
familiarity, whereas others have limited familiarity. It may be helpful for trainers to assess the
level of familiarity for the individuals attending the training to gain an awareness of their
baseline knowledge.
Use of mindfulness across different domains was investigated in the current study (see
Table 2 above). The sum-totals listed on Table 2 act as a rough guide for low and high levels of
mindfulness use for each of the questions. Overall, the results showed that more participants
reported low levels of personal use compared to high levels. Although most report lower levels
of mindfulness use, there are still a portion of SPs who report higher levels of using mindfulness
(7.9-53.2%, depending on type of use). This suggests that it may be important for those who are
training SPs in mindfulness to acknowledge that most report low levels of current use and
encourage discussion about strategies to integrate consistent use from any trainees that use
mindfulness more often.
For the questions focused on personal use of mindfulness, there was an overall trend that
more participants reported low levels of use. However, 53.2% of participants indicated
purposefully maintaining attention in the current moment with curiosity each day in the high
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range. This may indicate that participants are reporting on general times when they feel focused
in the present moment, without considering mindfulness as part of what they are doing. The
questions about daily time spent maintaining attention in the moment and how often they bring
their attention to the present moment with curiosity are aimed at capturing the informal use of
mindfulness. Meanwhile, the questions about how often they practice meditation, yoga, or
martial arts are aimed at more formal mindfulness practices. When comparing formal and
informal practices, data shows that more SPs reported informal practices (31.7 – 53.2%) than
formal practices (15.9%). Mindfulness training may benefit from highlighting this existing trend
and choose to focus on practical obstacles to formal practices. Issues of scheduling or knowledge
about how to engage in formal practices may be key topics of discussions during mindfulness
training.
For the questions focused on professional use of mindfulness, there was a trend that more
participants reported low levels of use, especially for questions asking if SPs teach mindfulness
to children and adults. Fewer participants reported high levels of teaching mindfulness to
children (28.6%) and adults (7.9%) as compared to those who reported high levels of engaging in
mindfulness when working with children (49.2%) and adults (41.3%). This suggests that SPs
engage in using mindfulness within their professional role more often than they explicitly teach
mindfulness. There may be specific barriers that prevent SPs from teaching mindfulness to
others, but they are able to engage in the practice for themselves while at work. It is important to
notice the current usage patterns for SPs to support continued generalization of mindfulness
practices into daily life and response to stress. If SPs are able to use mindfulness within the
moment of experiencing stress, their stress may have a reduced long-term impact on them.
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Results showed that very few people reported any type of daily practice (range = 1.56.0%), suggesting that if SPs engage in mindfulness, it is typically not every day. Most
commonly, SPs reported engaging in mindfulness sometimes (range = 13.4-41.8%). However,
previous research has shown consistency as an important factor to positive outcomes associated
with mindfulness (Birtwell, et al., 2019). It is possible that some people think only of formal
practices, such as meditation, as options to practice mindfulness. Interestingly, 40.3% of
participants reported engaging in meditation rarely. This may be especially useful for
introducing the diverse formal and informal practices of mindfulness. Although meditation is a
prevalent and key way to practice mindfulness, there are numerous informal practices that have
shown to have positive effects for mental health (e.g., Birtwell et al., 2019). These researchers
suggested that mindfulness trainers take the time to normalize difficulties when cultivating a
mindfulness practice, and highlight that consistent practice has positive effects on wellbeing. If
meditation is the only practice that SPs consider when thinking about mindfulness, they may
overlook other potential practices. By discussing and presenting a menu of possible mindfulness
practices, trainees may be better equipped to find practices that work for them.
Research Question 3: What factors are related to familiarity with mindfulness?
The dialectic of mindfulness as both a state- and trait-level phenomena suggests that
consistent or repeated practice with mindfulness may lead to a greater internalized sense of the
concept (e.g., Bravo et al., 2018). It was anticipated that the correlation coefficient would show a
significant positive relationship between personal use and reported familiarity with mindfulness
(Hypothesis 3.1). Results of the current study supported this hypothesis and revealed that as
personal use of mindfulness increased, so did their reported level of familiarity. This suggests
that using mindfulness as a coping skill may be important to higher levels of familiarity with
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mindfulness. Alternatively, higher levels of familiarity with mindfulness may be foundational to
building personal mindfulness practices. Understanding the various practices that are included
within mindfulness could be beneficial to familiarity and use of mindfulness. Training on
mindfulness can highlight this relationship between practice and familiarity or confidence in
what mindfulness is and is not.
Relatedly, Hypothesis 3.2 postulated that trait mindfulness would be significantly
positively correlated to reported level of familiarity with mindfulness. Previous research
suggested that one way to cultivate trait mindfulness is through repeated exposure to states of
mindfulness (e.g., Bravo et al., 2018). As such, it was anticipated that trait mindfulness would be
significantly positively correlated with reported levels of familiarity with mindfulness. Results of
the current study showed that as reported level of familiarity with mindfulness increased, so did
the measure of trait mindfulness. If personal use of mindfulness and familiarity are linked (see
hypothesis 3.1), and familiarity is linked with higher trait mindfulness, having a solid
understanding of what mindfulness is and engaging in frequent practice may help embody these
characteristics. This is critical to introducing and training practitioners on the concept of
mindfulness and how it can be used professionally and personally.
The way that SPs use and conceptualize mindfulness in the schools is important to
address Research Question 3. The open-ended survey question aimed at capturing this
information was “How do you think mindfulness can be used within the schools?” (see Table 7).
SPs most commonly reported mindfulness as a strategy to use school- or classroom-wide (56.4%
of responses). Additionally, 29.1% of responses mentioned social-emotional learning (SEL) and
another 29.1% of responses mentioned use specifically by teachers. This suggests that SPs see
mindfulness as a universal support for students (e.g., Tier 1). This is not unexpected, since
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programs such as the Mindful Schools Project utilize the existing structures of SEL programs to
adopt school-based mindfulness at this broadest system level. Wilde and colleagues (2019)
suggest a team-based approach for training, implementing, and supporting mindfulness in the
schools. It is possible that SPs will be seen as mental-health experts and invited to train teachers
and school-staff on how mindfulness can be used within classrooms, similar to trainings that SPs
conduct about other SEL skills and concepts. Some participants (11%) responded that
mindfulness is useful with individual students, further suggesting that mindfulness can also be
used as a targeted approach for school-based mental health (e.g., Tier 3). This suggests that SPs
are optimally positioned within schools to be trained and train others in mindfulness.
Importantly, 7.3% of participants noted for this question the importance of staff having personal
practice with mindfulness to teach it to others.
Mindfulness has been compared to a skill that requires routine practice to grow (e.g.,
Egan et al., 2017). Overall, results from the current study showed a stronger relationship between
personal use of mindfulness and the familiarity of mindfulness than between trait mindfulness
and familiarity. It is possible that consistent practice is required prior to an increase of trait level
of mindfulness. In the qualitative portion of the current study, 11% of responses identified the
importance of self-practice for teachers and SPs who introduce mindfulness to students. Past
research has shown positive effects of mindfulness when used by SPs (e.g., Alahari, 2017),
children (e.g., Felver et al., 2016), and teachers (e.g., Jennings & Greenburg, 2009), suggesting
there is the potential for school-wide mindfulness practices to promote positive outcomes for
everyone. It seems that SPs who wish to introduce or train other staff on mindfulness should be
aware how important a personal mindfulness practice may be to the success of training and
implementation.
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Research Question 4: How does burnout among SPs relate to use of mindfulness in the
schools?
Previous research has found that use of mindfulness within the classroom by teachers is
related to lower teacher burnout (e.g., Jennings & Greenburg, 2009). Based on this research, it
was anticipated that results of the current study would show a significant negative correlation
between burnout and overall use of mindfulness among SPs (Hypothesis 4.1). Results of the
current study supported this hypothesis and showed a significant moderate negative relationship
between reported burnout and overall use of mindfulness among SPs. This suggests that those
who use mindfulness are experiencing fewer signs of burnout. This finding also provides
additional support for the use of mindfulness among school staff to address experiences of
burnout. However, it is unclear if mindfulness is helping to reduce the level of burnout or if a
lower level of burnout allows for individuals to increase their use of mindfulness skills. Future
experimental research can target this inquiry to understand the best way to address and prevent
feelings of burnout among SPs.
The professional role of a SP is pertinent to their experience of burnout, and it was of
interest in this study to investigate how use of mindfulness within their career was associated
with their experience of burnout. Hypothesis 4.2 stated that the level of burnout among SPs
would be significantly negatively correlated to use of mindfulness within their professional role.
Results of the current study supported this hypothesis and showed that use of mindfulness within
their professional role was more common among those with lower levels of burnout. However,
the current study did not investigate the direction of this relationship. It is possible that practicing
mindfulness reduces burnout or that lower levels of burnout provide the opportunity to practice
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mindfulness. Despite this limitation, the results of this study suggest that integrating mindfulness
into the training of SPs could better equip practitioners to respond to burnout.
The experience of burnout and possible use of mindfulness to combat burnout was also of
interest to the current study. The survey included two open-ended questions aimed at gathering
rich qualitative data on this topic. The first question was “To what extent have you experienced
burnout as a school psychologist?” (see Table 8). Results showed 32.1% of responses indicated
they have experienced high levels of burnout, either currently or in the past, whereas 25.0% of
responses indicated they experience very low or no burnout in their career. This appears
somewhat divergent from the past research that showed up to 90% of SPs experience burnout
(Schilling et al., 2018). However, it is possible that the current study, advertised as investigating
burnout among SPs, was not appealing to those who are actually experiencing higher rates of
burnout. Interestingly, 28.6% of responses indicated that the experience of burnout is cyclical or
that breaks in work provide refuge from burnout. For example, one participant wrote “I can
usually recover on weekends or breaks.” This finding was unreported in past literature but could
be incorporated into discussions and training aimed at reducing burnout among school staff.
Consistent with past research that has suggested that school factors contribute to the experience
of burnout among SPs (e.g., George-Levi et al., 2020), results showed that 39.3% of responses
included school factors, such as caseload and school leadership, as related to their experience of
burnout. Interventions aimed at improving the relationships among school staff may help to
alleviate some sources of burnout among SPs. Individuals working with schools to reduce
burnout should be aware of the common factors related to burnout and address the specific
causes of burnout within the school or population.
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Additionally, 17.9% of responses specified COVID-19 as contributing to feelings of
burnout. For example, one participant wrote “Prior to the pandemic, not often. During the past
year, more frequently.” Altogether, the results of the current study suggest that burnout remains
prevalent among SPs. The additional stressors of the past year may be of interest for future
research to identify how and why SPs are experiencing burnout in relation to the COVID-19
pandemic. One participant stated, “it has been getting much worse with Covid Stress” and
another wrote, “Somewhat, but much has to do with COVID.” This suggests that there is an
increased need for research and interventions aimed at this experience. In response to this new
and ongoing pandemic, much more can be done to understand the experience of SPs and possible
supports that are helpful within school systems.
The second open-ended survey question which focused on understanding burnout among
SPs was “What has your experience been with using mindful practices (i.e., bringing your
attention to the present moment with curiosity) to address your feelings of burnout and stress?”
(see Table 9). Supporting the motivation for the current study, 54.5% of responses indicated that
mindfulness is helpful to address feelings of burnout. This adds to previous research showing
that mindfulness is an effective intervention for burnout among health care professionals (e.g.,
Barattucci et al., 2019). In the current study, 45.5% of responses indicated personal utility of
mindfulness to help their own feelings of burnout, while 14.5% highlighted that mindfulness is a
big help by using extreme language such as “life saver” to describe the benefits. However, 32.7%
of responses indicated that they do not use mindfulness to address feelings of burnout. This
suggests that some SPs either do not use mindfulness or have found mindfulness to be ineffective
for addressing their experience of burnout. Importantly, 14.6% of responses articulated that
frequent practice is needed for mindfulness to be helpful in addressing feelings of burnout. This
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aligns well with previous research that suggests a “dose” response to mindfulness practices,
indicating that more time spent in practice increases positive outcomes (e.g., Felver et al., 2016).
Other research has highlighted frequency and not duration of practices as being important for
positive outcomes when practicing mindfulness (e.g., Birtwell, et al., 2019). Training with SPs
on mindfulness should address past experiences of trainees and acknowledge that mindfulness
may help address burnout when practiced often and consistently.
Overall, the results of this study support a moderate relationship between burnout and use
of mindfulness among SPs. Specifically, use of mindfulness, both generally and within their
career, appears to be related to lower levels of burnout among SPs. This suggests that
mindfulness is an important skill for the longevity of careers in the field of school psychology.
When describing this relationship, SPs in the current study reported they have and currently
experience burnout; however, the feelings of burnout may be cyclical or caused by school factors
such as caseload and leadership. As suggested in previous research, more attention must be given
to the experience of burnout to maintain effective practitioners (e.g., Schilling et al., 2018). SPs
in the current study also reported that mindfulness can be useful for addressing the feelings and
experience of burnout, but some reported not using or needing mindfulness. This suggests that
continued investigations into the utility of mindfulness for SPs is warranted.
Research Question 5: How does trait mindfulness relate to burnout among SPs?
Previous research has shown a negative relationship between burnout and mindfulness
among rural mental health workers (Samios, 2018), psychotherapists (Keane, 2014), and health
care professionals (Luken & Sammons, 2016). Hypothesis 5 stated that trait mindfulness would
be significantly negatively correlated with symptoms of burnout among SPs. Results supported
this hypothesis and showed that among the participants in the current study, higher rates of
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burnout were more common among those with lower levels of trait mindfulness. Overall, the
results suggest that trait mindfulness and lower burnout are related and can be highlighted when
working with or training SPs on the topic of burnout. Whether interventions are based in
mindfulness, it is important that practitioners receive training about their own mental health
needs. Dattilio (2015) warned that mental health practitioners tend to ignore self-care, which can
lead to burnout and emotional fatigue. Interventions aimed at increasing trait-mindfulness are
likely to create more recognition of their own emotions, and it is possible that increased
awareness of their own needs and emotions may improve how SPs respond to their own stress.
There was also an open-ended survey question aimed at understanding the effect of
mindfulness on the interaction between SPs and students, “How do you think mindfulness can or
does change the way you interact with students?” (see Table 10). The most common responses to
this question included benefits to the relationship quality with students (42.6% of responses) and
that mindfulness helps reduce reactivity when working with students (35.2% of responses). The
results showed 11.1% of responses indicated mindfulness as a self-care strategy and 7.4% of
responses mentioned mindfulness aids in present-moment awareness. This supports the theory
Alahari (2017) posed on how mindfulness can best be used by SPs, who specifically pointed to
the possible benefits for staying in the present moment and increasing the quality of relationships
between SPs and other school-based members (e.g., students, teachers). Results of the current
study also showed 5.6% of responses included how mindfulness could increase empathy and
1.9% of responses indicated increased compassion. These skills are vital for establishing and
maintaining positive and therapeutic relationships. Importantly, social connection, close
relationships, and cohesion within a school has been found to relate with lower levels of burnout
among school psychologists (George-Levi, et al., 2020). Therapeutic relationships are vital to
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treatment outcomes; and perceptions of poor progress or difficult inter-personal communication
may even contribute to experience of burnout. If cultivating mindfulness practices helps to
improve the ease and quality of therapeutic relationships, it may be indicated for all mental
health professionals to be trained on the topic.
Overall, results of the current study showed a relationship between mindfulness and the
experience of burnout. It may be possible to cultivate higher trait-mindfulness through repeated
practice (Bravo et al., 2018), and the skill can be developed for use within different aspects of
life and work. Participants of the current study described benefits to using mindfulness,
especially when forming relationships with students. If mindfulness can help promote positive
relationships with students and colleagues, it may be especially useful to teach mindfulness
practices to early career professionals and graduate students in school psychology.
Research Question 6: What are the perceived barriers to mindfulness in the schools?
This research question was addressed through an open-ended survey question, “what do
you think are barriers to using mindfulness within the schools?” (see Table 11). Participants
mentioned buy-in as a possible barrier across 77.8% of responses. This factor showed the most
agreement from participants compared to any other factor or question in the current study,
suggesting that there is a high level of agreement among SPs about buy-in being a barrier to
mindfulness in the schools. These findings are congruent with past research on implementation
of mindfulness training for mental health staff that identified buy-in and insufficient training as
key barriers (Byron et al., 2015). There are different approaches to implementing SEL programs
(e.g., Downes, 2016), and mindfulness programs should consider the specific identities and
concerns of the group in which it is being implemented. For example, it is important to consider
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linguistic, developmental, and cultural differences in stakeholders whose buy-in is needed for
mindfulness to be used.
Additionally, 27.8% of responses identified that specific knowledge about mindfulness is
a barrier to its use within schools. This is again convergent with prior research on
implementation of mindfulness programs (Byron et al., 2015). Practice and understanding of
mindfulness are increasingly important as it becomes more prevalent in popular media. Clients,
families, and colleagues may look to SPs and other mental health professionals about how or
why mindfulness works. Elias (2019) advocated that ongoing staff support be central to the
longevity of SEL programs in the schools. Similar to past research, results of the current study
also showed that 24.1% of responses indicated the need for staff support. This suggests that
mindfulness programs must consider the ongoing training and support of practitioners and staff.
Participants of the current study also indicated that time and/or resources pose a barrier within
48.1% of responses, including 9.3% of responses that mentioned the importance of consistent
practice as a barrier. As suggested by Cahill and colleagues (2019), the outcome measures of any
school-based SEL program must be fine-tuned to the specific intervention. Since
frequency/consistency has been shown to be important for the positive outcomes associated with
mindfulness (e.g., Weare, 2019; Birtwell et al., 2019), school-based mindfulness programs
should include regular practice as an important measure of program success and fidelity.
Wilde and colleagues (2019) highlighted that the misconceptions and stereotypes about
mindfulness may interfere with practice in schools. This was further supported by the current
study, with 77.8% of responses mentioning buy-in as a barrier and 9.3% of the responses
mentioning culture or religion as a barrier to mindfulness in the schools. Individuals using and
teaching mindfulness within the schools can gain important perspectives on the history of
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mindfulness by addressing these concerns directly. Mindfulness has traditional roots in multiple
world religions, including Buddhism, and some argue that it has been transformed through
Western-based scientific methods (e.g., Surmitis et al., 2018; Harrington & Dunne, 2015).
However, mindfulness can be taught as a coping skill with a growing body of empirical research
support for use within the schools. Specifically, the aspect of mindfulness that allows individuals
to see their thoughts and feelings without over-identifying with them (i.e., decentering) can be
introduced as a cognitive coping strategy and has been shown to help reduce feelings of anxiety
(Hayes-Skelton & Graham, 2013). Additionally, in their primer on Acceptance and Commitment
Therapy, Harris (2019) argues that the skills and utility of mindfulness can be taught to clients
without using the word that may be culturally loaded with different meanings. For example, the
technique of “dropping anchor” can be used to bring attention to the present moment with
acceptance. Ultimately, teachers and school staff should be prepared for the conversations about
religion and/or spirituality that may be evoked by introduction of mindfulness.
Limitations and Future Research Directions
There are limitations to this research study that could be addressed in future empirical
studies. First, advertisement for this study signaled that it was aimed to capture the experience of
burnout among school psychologists. This could be triggering or unappealing to those who
actually feel the greatest amount of burnout. Future studies may wish to advertise more neutrally
to gain the perspective of these individuals. Additionally, the current study was purposefully not
advertised as focused on mindfulness because this may be appealing to those practitioners who
are already using the technique. However, it is possible that seeing the questions about
mindfulness encouraged some participants to complete the survey or to leave the survey without
completing all the questions. Future studies should consider how advertisement may lead to bias
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and incomplete sampling. It may be possible to systematically address the influence of
advertisement on this type of research by creating a study which utilizes and compares multiple
methods of advertisement.
Another limitation is the relatively small sample size within a confined region of the US.
Majority of participants reported that they practice within California. Although the aim of this
study was to capture data only from practitioners in the Western US, future studies would benefit
from widening the scope of data collection. It would be especially interesting to focus on
different geographical regions, such as rural vs urban, east vs west, or differences that may be
found across countries around the world. Futures studies may examine different populations to
see if there are any changes in how mindfulness is used by practitioners working in different
cultures and communities.
A considerable limitation to this study is the lack of an experimental design. There is
currently a gap in the literature about how mindfulness is and can be used by SPs. This study
showed some patterns in how the constructs of burnout and mindfulness may be connected but
was not designed to address the direction of these relationships. Future experimentally designed
research projects could use a random assignment and active control group to determine how
mindfulness affects the experience of burnout. Mindfulness may be a useful intervention for
existing burnout among SPs but has yet to be studied using rigorous experimental methods.
The moderate level of interrater reliability for the qualitative component of this study is
another possible limitation. Ideally, this value would be higher to ensure that raters are
coordinated with the coding and analysis of the data. Patton (2015) discusses interrater reliability
within qualitative research at length, ensuring researchers that the calculation is appropriate for
semi-structured studies in which “all participants are asked the same questions, in the same
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order, and data are coded all at once at the end of the data collection period” (p. 1316). Thus, it is
reasonable to judge the quality of this study based, in-part, on the interrater reliability of 0.70.
Since the reliability between raters for this study fell within the moderate range, some of the
results were interpreted with caution regarding the themes and implications. Additional research
may wish to utilize unstructured interviews and focus groups to elicit rich qualitative data that is
analyzed throughout data-collection and establishes reliability through other methods. Such
research could inform the same questions that the present study identified.
Another limitation to the current study was the measure on reported use of mindfulness.
Five questions were included in the survey as a Likert-scale to assess different areas where
mindfulness may be used. This is a topic of particular importance to mindfulness training and
development of interventions for burnout. However, this measure is not standardized, nor
developed through psychometric analysis or with an expert panel. Future research may wish to
focus on methods of assessment for current usage patterns of mindfulness (e.g., personal use,
professional use).
The current literature could also benefit from studies that target individuals with high and
low burnout specifically, collect a larger and more diverse sample, include an experimental
design for mindfulness interventions, and aim to understand methods of assessing the frequency
and type of mindfulness being used. This research line has implications to affect thousands of
SPs working globally with teachers, staff, and families. The dynamic career of school
psychology requires collaboration between researchers and practitioners to determine the topics
of interest and importance to the field. Future researchers can aim to prevent and address burnout
as it relates to poor career retention.
Implications for Practice and Training
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Mindfulness is a quality of attention that can be brought into many different formal and
informal practices. The current study showed that lower levels of burnout is related to higher
levels of mindfulness use and trait mindfulness. Mindfulness also appears to be related to
perceptions of increased quality of therapeutic relationships with students. As such, it may be
important for graduate programs and professional development to target bringing mindfulness to
the practice of school psychology. NASP (2020) states that service delivery, consultation, and
collaboration are all key roles for SPs. It is vital that graduate training addresses the myriad
methods of developing therapeutic relationships and consultative skills when working in the
schools.
Mindfulness poses possible benefit for more than just the SPs within the schools.
Renshaw and Cook (2017) outlined the potential for school-based practitioners to reach a larger
number of children through facilitating mindfulness practices across entire classrooms and
schools. However, as presented in the current study, facilitators of mindfulness benefit from their
own personal practice to be better equipped to teach others about the techniques. This is
consistent with past research that suggested personal experience with mindfulness is important
for those wishing to facilitate the practice for others (e.g., Weare, 2019). Through early and
frequent training, it is possible for SPs to gain competence with mindfulness and be better
equipped to use and teach the techniques to others. Similarly, Schuh and colleagues (2017)
showed how mindfulness among leadership of an organization can reduce emotional exhaustion
among employees. This suggests that mindfulness may benefit a school when teachers and staff
are trained in the practice.
Teaching mindfulness to school stakeholders may also help improve buy-in for the
practice. Organizational factors, such as leadership, have often been linked to the implementation
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of social and emotional learning programs (e.g., Byron et al., 2015). Training should address
common misunderstandings and concerns about mindfulness in order to tailor the interventions
to the individual needs of a school. For example, one theme that emerged in the current study
was the perception of mindfulness as a religious practice. However, it is possible to teach the
skills of mindfulness without using the word “mindfulness,” by focusing on the operational
definition of judgment-free attention in the present moment (e.g., Harris, 2019). Although this
approach negates the cultural history of mindfulness it may be more appealing to secular public
education systems.
Finally, it is important to note that although mindfulness shows a range of positive effects
for child and adult mental health, it is not a cure-all. Therapists should still utilize a range of
evidence-based practices when working with clients, families, and schools. One theme from the
current study showed that SPs acknowledge that mindfulness alone may be insufficient to
address all experiences of burnout and distress. Rather, mindfulness is a tool that can help
prevent and address difficult thoughts and emotions. This is consistent with previous research
that showed different effects of mindfulness by age group and the number of mindful activities in
which children were engaged (e.g., Carsley et al., 2018). Future research may illuminate the most
beneficial forms of mindfulness for different experiences of distress among different populations.
Presently, practitioners can acknowledge the limitations within the literature while they continue
to use mindfulness as a simple, yet profound, tool to address social and emotional well-being.
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Appendix A

ONLINE SURVEY CONSENT FORM
You are invited to participate in a research project about stress relief strategies used by
school psychologists. This online survey should take about 20-25 minutes to complete.
Participation is voluntary, and responses will be kept confidential to the degree permitted by
the technology being used.

You have the option to not respond to any questions that you choose. Participation or
nonparticipation will not impact your relationship with the University of Montana. Submission
of the survey will be interpreted as your informed consent to participate and that you affirm
that you are at least 18 years of age.

If you have any questions about the research, please contact the Principal Investigator, Emily
Hattouni, via email at Emily.Hattouni@umontana.edu or the faculty advisor, Dr. Jacqueline
Brown at Jacqueline.Brown@mso.umt.edu. If you have any questions regarding your rights as
a research subject, please contact the UM Institutional Review Board (IRB) at (406) 243-6672.
Please print or save a copy of this page for your records.

* I have read the above information and agree to participate in this research project.

____ Enter survey
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Appendix B
Advertisement for Survey Participation
Email Subject or Post Title: Invitation to Contribute to Research on Burnout and Coping for
School Psychologists
Thank you for taking the time to read about this opportunity to participate in research about
how school psychologists experience burnout and coping with stress. Please note that to
participate, you need to be working full-time within the schools as a school psychologist.
If you are interested in participating in our study, we invite you to reflect on your own training
and methods of coping with stress and the type of burnout you may have experienced. The
survey is estimated to take 20-25 minutes to complete, although you may wish to take longer to
write your responses. All collected data will be kept anonymous. At the end of the survey, you
will be given an option to enter to WIN 1 of 5 $50 visa gift cards!
Eligible individuals must be:
18 years of age or older
Practicing school psychologist
*Students and university faculty not currently working full time in the schools will not be
eligible to participate
If you choose to participate, you may respond by visiting
https://umt.co1.qualtrics.com/jfe/form/SV_1GKz3o1qxfunsNv
This project has been approved by the University of Montana IRB. Please reach out to
Emily.Hattouni@umontana.edu for any questions or concerns.
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Appendix C
School Psychologist Demographic Questions
1. Select the best response that fits for your current job: (Practicing School Psychologist in
public schools, Practicing School Psychologist in private schools, Practicing School
Psychologist in other school setting (e.g., charter, alternative) Practicing School
Psychologist in another setting (e.g., hospital, private practice, community clinic),
Retired School Psychologist, None of the above)
2. What is your highest degree earned? (Masters [MS, MA, Med], Specialist [EdS, SSP],
Doctorate [PhD, PsyD, EdD], Other)
3. How many years have you worked in the field as a School Psychologist? (0, 1-5, 6-10,
11-15, 16-20, 21+)
4. What grade level(s) do you currently work with? (Check all that apply) (Pre-K, K-5, 6-8,
9-12, College)
5. How would you describe the current type of community that you work in? (Check all that
apply) (Urban, Suburban, Rural)
6. In what state do you currently work?
7. What is the size of the district served? (Please estimate, if applicable) (Less than 250
students, 250-999 students, 1,000-1,999 students, 2,000-4,999 students, 5,000-9,999
students, 10,000 or more students)
8. Approximately what is the current psychologist to student ratio in the district(s) you
serve? (Less than 1:500, 1:500 to 1:999, 1:1,000 to 1:1,499, 1:1,500 to 1:1,999, More
than 1:2,000)
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9. What proportion of your work as a school psychologist in the schools is spent on the
following activities? (>50%, 25-50%, 1-24%, 0%)
a. Psycho-educational Evaluations
b. Psychological Interventions (e.g., individual therapy)
c. Academic Interventions
d. Consultation with Teachers
e. Consultation with Parents
f. Consultation with Administrators
g. Other_____________
10. What is your race? (American Indian or Alaska Native, Asian, Black, Native Hawaiian or
Pacific Islander, White, Other)
11. Select your gender: (Female, Gender Fluid, Male, Nonbinary, Other)
12. Select your age: (18-24, 25-34, 35-44, 45-54, 55-64, 65+)
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Appendix D
Questions on Mindfulness Use and Training
Instruction: For the purpose of the next set of questions, mindfulness is defined as “purposefully
drawing ones attention to the present moment without judgment.” These can be formal practices
(e.g., meditation) or informal activities (e.g., mindful eating, mindful moment).
1. How would you rate your level of familiarity with mindfulness? (Novice [0] to Expert
[100])
2. Have you received any training in mindfulness? (e.g., graduate coursework, webinar,
conference workshop) (Yes, No)
3. Which (if any) of the following training experiences have you received? (check all that
apply) (Training in mindfulness as part of you graduate training, Training in mindfulness
as continuing education [e.g., conference, webinar], Training in mindfulness outside the
field of psychology [e.g., yoga class, martial arts], None of the above, Other)
4. In a single day, on average, how much time do you spend purposefully maintaining your
attention on the current moment with curiosity? (0 minutes, 1-2 minutes, 2-5 minutes, 610 minutes, 10 – 30 minutes, 30 + minutes)
5. In a single day, on average, how often do you attempt to bring your attention to the
current moment with curiosity? (Never, Rarely, Sometimes, Often, Routinely, Daily)
6. How often do you practice meditation? (Never, Rarely, Sometimes, Often, Routinely,
Daily)
7. How often do you practice yoga or marital arts? (Never, Rarely, Sometimes, Often,
Routinely, Daily)
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8. How often do you teach mindfulness to children? (e.g., belly breathing, mindful moment,
Acceptance and Commitment Therapy or Dialectical Behavioral Therapy) (Never,
Rarely, Sometimes, Often, Routinely, Daily)
9.

How often do you engage in mindfulness for yourself when working with children? (e.g.,
pause before reacting, nonjudgment of the present moment) (Never, Rarely, Sometimes,
Often, Routinely, Daily)

10. How often do you teach mindfulness to adults? (e.g., consultation) (Never, Rarely,
Sometimes, Often, Routinely, Daily)
11. How often do you engage in mindfulness for yourself when working with adults? (e.g.,
pause before reacting, nonjudgment of the present moment) (Never, Rarely, Sometimes,
Often, Routinely, Daily)
Questions included for personal use: 4, 5, 6, 7.
Questions included for professional use: 8, 9, 10, 11.

Instruction: The next few questions are open-ended and will ask about your general experience
working as a school psychologist.
1. To what extend have you experienced burnout as a school psychologist?
2. What has your experience been with using mindful practices (i.e., bringing your attention
to the present moment with curiosity) to address your feelings of burnout and stress?
3. How do you think mindfulness can be used within the schools?
4. How do you think mindfulness can or does change the way you interact with students?
5. What do you think are barriers to using mindfulness within the schools?
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Appendix E
Oldenburg Burnout Inventory
Instruction: Below you find a series of statements with which you may agree or disagree.
Using the scale, please indicate the degree of your agreement (Strongly Agree, Agree,
Disagree, Strongly Disagree).
1. I always find new and interesting aspects in my work.
2. There are days when I feel tired before I arrive at work.
3. It happens more and more often that I talk about my work in a negative way.
4. After work, I tend to need more time than in the past in order to relax and feel better.
5. I can tolerate the pressure of my work very well.
6. Lately, I tend to think less at work and do my job almost mechanically.
7. I find my work to be a positive challenge.
8. During my work, I often feel emotionally drained.
9. Over time, one can become disconnected from this type of work.
10. After working, I have enough energy for my leisure activities.
11. Sometimes I feel sickened by my work tasks.
12. After my work, I usually feel worn out and weary.
13. This is the only type of work that I can imagine myself doing.
14. Usually, I can manage the amount of my work well.
15. I feel more and more engaged in my work.
16. When I work, I usually feel energized.
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Appendix F
Mindful Attention Awareness Scale
Day-to-Day Experiences
Instruction: Below is a collection of statements about your everyday experience. Using the 1-6
scale below (almost always – almost never), please indicate how frequently or infrequently you
currently have each experience. Please answer according to what really reflects you experience
rather than what you think your experience should be. Please treat each item separately from
every other item.
1. I could be experiencing some emotion and not be conscious of it until some time later.
2. I break or spill things because of carelessness, not paying attention, or thinking of
something else.
3. I find it difficult to stay focused on what’s happening in the present.
4. I tend to walk quickly to get where I’m going without paying attention to what I
experience along the way.
5. I tend not to notice feelings of physical tension or discomfort until they really grab my
attention.
6. I forget a person’s name almost as soon as I’ve been told it for the first time.
7. It seems I am “running on automatic,” without much awareness of what I’m doing.
8. I rush through activities without being really attentive to them,
9. I get so focused on the goal I want to achieve that I lose touch with what I’m doing right
now to get there.
10. I do jobs or tasks automatically, without being aware of what I’m doing.
11. I find myself listening to someone with one ear, doing something else at the same time.
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12. I drive places on ‘automatic pilot’ and then wonder why I went there.
13. I find myself preoccupied with the future or the past.
14. I find myself doing things without paying attention
15. I snack without being aware that I’m eating.
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Appendix G
Qualitative Themes
A. Mindfulness in Schools
A.1. School-wide or Classroom Wide
A.2. SEL or Emo IQ
A.3. Used by teachers
A.4. Individual student
A.5. Practice needed
A.6. Brief intervention
B. Experience of Burnout
B.1. School factors
B.1.1. Caseload
B.1.1.1. Lack of progress
B.1.2. Administration
B.1.3. Compensation
B.2. COVID-19 or 2020-specific
B.2.1. Working from home
B.3. High burnout
B.4. Cycle or breaks
B.5. Low burnout
B.6. Career change
B.7. Early career
B.8. Secondary Trauma
B.9. Outside of career
C. Mindfulness & Burnout
C.1. Helpfulness
C.1.1. Helpful for SP
C.1.1.1. Big help
C.1.2. Helpful for students
C.2. Awareness
C.2.1. In the moment
C.3. Frequent practice
C.4. Not used
C.4.1. Other coping
C.4.1.1. Specific resource

D. Mindfulness with Students
D.1. Relationship quality
D.1.1. Compassion
D.1.2. Empathy
D.2. Less reactive
D.3. Skill for kids
D.4. Self-care
D.5. Present moment
E. Perceived Barriers
E.1. Buy-in
E.1.1. Lack of knowledge
E.1.2. Staff support
E.1.3. Parent support
E.1.4. Threatened
E.2. Time & resources
E.3. Consistency
E.4. Culture or religion
E.4.1. No religion in school
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